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I. STATBNIIIT OP THI PROBLIN 

Over the past year, we have been testing a group of teaching 
strategies which are intended to inprove feaale students 'self- 
esteem, their inte^rest in and liking for the subject satter in a 
range of disciplines, their couitsent to continue in the subject 
and their attitude and couitsent to further education in 
general. Ne have also sought to p^asure the effects of these 
strategies on the actual perforsance of fesale students. Although 
we were initially draim to vork in this area as a result of the 
concerns which had been expressed by both sen and wosun teachers 
at Vanier College, our foraulation of the research probleii has 
represented a response to a larger body of data. This data 
suggests that women and sen have different educational patterns 
and that the pattern for women is distinguished fros that of sen 
by their tendency to drop out of the educational system in 
greater numbers at higher levels. 

According to Statistics Canada (1985), the proportion of 
female university students in Canada rose from 37Z in 1971 to 4SX 
in 1983. However, more than half of the increase was accounted 
for by part-time students. While SIX of male undergraduates were 
part-time students in 1983, 45X of female students were part- 
timers. Women received SIX of the bachelor's degrees in Canada, 
but more men entered graduate programmes and substantially more 
men received doctorates (25X of Ph.D. 's are women). Heedless to 
say, women remained concentrate-^ 1 their traditional fields. 

It is interesting that in the sciences the same pattern for 



wonen appears but it is more draaatic and it Manifests itself at 
an earlier statfe of the student's acadeaic career. At Vanier 
College, the voaen's rate of prograue transfer or drop-out 
ranged from 1.5 to 2 times the rate for men in 3 of the 4 years 
from 1983-1987 (Registrar s Statistics, Vanier College, 1986). 
There is no reason to bdlieve that this pattern is atypical. In 
fact, in the passage from college to university it becomes 
increasingly clear. The CB6EP level registration rate of women at 
approximately 45Z drops to 35Z in pure science and to 20Z in 
applied science at the university level (Bureau de statistiqu^. 
University Laval ) . This , in spite of the fact , repeated ly 
reconfirmed, that the success rate for women is actually slightly 
higher than that of men (Bulletin Statiatique, D6BC, 1984). 

To us as researchers, these findings suggested that our 
research should be conducted across several disciplines and 
should include, but not be limited to, the experienc«)s of women 
in the sciences. The statistics on the performance of women in 
the sciences also alerted us to the importance of emphasising the 
extent to which women do not make up a disadvantaged group in the 
traditional sense of this term. We found it useful to 
conceptualize the underrepresentation of women as evidence of a 
tendency for women to abandon the educational process more 
readily than men and it was clear, from the outset, that one 
would have to understand the "drop rate" as the result of a 
complex of factors. 

It is within this context that we wanted to underline the 
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research and docunentation on various foras of sexisa in 
education in Qu6bec. Philippe Ricard (CE6BP Rosenont) has been 
concerned with the operation of sexisa in the CE6BP ailieu (1984, 
1987-88). Lise Horth (College Druuondville, 1985, PAREA) has 
also investigated the extent to which teachers reproduce the 
sexist attitudes of society in their relations with the college 
clientitle .Lise Dunnigan's work (in co-operation with the Conseil 
du statut de la femne and the Ministry of Education, 1975) has 
isolated the contribution of school nanuals and texts to the 
perpetuation of sexual stereotypes in Quebec and the Ministry of 
Education has since 1978 expressed its concern with the impact of 
direct and systeikic discrimination (Quebec, Minist^lre de 
1 'Education, Dossier sur la condition feninJne). He do not want 
to dismiss t\e impact of sexism. Overt and hidden forms of 
discrimination have shaped and continue to shape women's 
educational career patterns in ways which we are only beginning 
to trace. Nor do we want for a moment to dismiss the importance 
of economic and social factors in shaping the educational pattern 
of women. Any attempt to understand the drop-rate for women must 
also include recognition of the extent to which women experience 
marriage and the family as countervailing forces vis Ik vis the 
pulls of higher education. 

Nonetheless, the present research sets out to explore a 
different terrain. He wanted to focus upon that aspect of the 
"drop" phenomenon which could be understood as representing the 
failure of the educational process to captivate female students. 
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At this point then, we took up the feninist critique of education 
which suggests that traditional pedagogy, practised with the best 
of intentions in a classrooB where men and wonen sit side by side 
in apparent equality, nay not be experienced in the saae W9y by 
the sexes. There is a large and varied body of research which 
bears upon this issue. 

One of the first areas which we investigated was the 
interaction of gender differences with standard forms of 
classroos interaction. An interesting nix of research data, drawn 
froB different disciplines and involving quite different 
populations, suggests that fenale students may be disadvantaged 
in even an average sized class, where the vast najority of the 
interaction is either focussed on or mediated by the teacher. Of 
crucial importance here are the gender pL.tterns of talk and 
interruption. Host of the studies in this field confirm that in 
mixed groups, men speak more frequently and they are more likely 
to interrupt when a woman is speaking (Spender, 1980). Research 
specifically directed to examining classroom behaviour reproduces 
very similar findings. Hyra and David Sadker confirm this view 
and they observe that the process is perpetuated by the greater 
tendency of males to make verbal interventions as opposed to 
raising their hands (Laforce, 1987). The male voice appears, 
therefore, to be the dominant voice in the classroom and, we have 
reason to believe that some women students will eventually sink 
into silence (Rich, 1979). 

In our research, the unequal distribution of talk between 
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the sexes has been of particular concern because of its potential 
impact upon the learning process. There is a persuasive body of 
pedagogical theory, developed in England and the United States, 
and closely associated with the approach of Literacy Across the 
CurriculuB Programses, which esphasizes the critical function of 
language in the acquisition of knowledge. In France, the work of 
Stella Baruk, to understand learning in Bathenatics, offers an 
interesting exploration of the theory in practice. 

Baruk '1985) underlines the indispensable role of talk in 
the language of everyday discourse, as the uear^s by which the 
teacher of nathenatics can uncover the significance of error and 
help the student Bove toward understanding. In fact, she even 
conceptualizes understanding as a form of hearing- 
**1 'entendenent" . If, as these theories Baintain, speech is 
central to the process by which students cobs to possess Baterial 
and lay claiB to it as their own, then students who are not given 
the opportunity to speak, and students who, for various reasons, 
do not seize the opportunity to speak, are at a disadvantage e 
now know that woBen are disproportionately over-represented in 
these groups. 

The teacher, as th& ^jdiator of interaction in the 
classrooB, clearly plays an iBportant role in all of this and it 
is therefore significant that several researchers have found that 
teachers are frequently unconsciously coBplicit in the process 
which accords nore tlBe and Bore attention to Bales. (Sorbin and 
O'Leary, 1975). So powerful are the forces at work, that ABerican 
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researchers have found that even teachers who identify thesselves 
as feminists are unable to accurately assess the relative 
frequency of "boy-talk- and "girl-talk" (Laforce, 1987). These 
findings also serve to suggest that, however important non- 
sexist attitudes may be in terms of creating a non-sexist 
environment in the classroom, non-sexist attitudes may, in 
themselves, not be sufficient to ensure equal treatment for 
female students. He have thus placed pedagogical practice at the 
centre of the research design for this project. 

Since female students seem to fare less well than male 
students in the competition for attention in the classroom, it 
seemed important to consider the possibility that competition in 
general might impact differently upon the sexes. In fact, the 
research suggests that female students may be disadvantaged in 
situations where standard pedagogical practices emphasize 
competition either in terms of performance in class or through 
evaluation techniques. For decades now researchers have observed 
that women's performance tends to decrease as the level of 
competition increases . Women 's achievement patterns in 
competitive situations have been variously interpreteu as 
manifestations of role conflict, structural inequality, and 
institutional discrimination (Epstein, 1984), anxiety about 
failure, and anxiety about success (Horner, 1969). Clearly it is 
not within the scope of this research project to weigh the 
relative merits of the various theoretical stances. It is, 
however, important to insist upon the fact that competition 



itself seems to have a negative effect upon wonen . 

The findings with respect to the negative impact of 
competition are given new significance by more recent evidence 
which suggests that women's performance is enhanced in situations 
which favour co-operation. Again the data here is drawn from 
several different fields of inquiry. For example. Dale Spender » 
in tracing gender differences with respect to spe^jch patterns 
(1980), demonstrates that women are more inclined to co-operative 
modes of expression and problem solving. Carole Gilligan (1982) 
stresses the premium placed upon co-operation in the 
psychological development she describes for women; and this is 
one of the clear gender differences revealed in research 
evaluated in the Vista series "The Pinks and the Blues**. 

This work on co-operation forces one to re-evaluate the 
meaning of the reticence which teachers often observe in their 
female students. The behaviour which we here term reticence is 
described frequently in the literature - most eloquently perhaps 
by Adrienne Rich (1979). It also finds expression in the reports 
of teachers who have participated in various workshops which we 
have conducted. For the purposes of the current research, we have 
found it useful to conceptualize the non-participation of 
students in competitive situations as the expression of a 
preference for an alternative mode of interactioi . In other 
words, as Leonie Burton suggests, if students (and she is here 
describing women students in the mathematics classroom), are not 
participating then perhaps **... ceci n'est pas seulement une 
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question de confiance nais une preference pour un style 
d 'interactions qui ne soit pas enpreint de confrontation et de 
conpetition** (Lafortune, 1986). 

It is therefore hardly surprising that research on gender 
differences also suggests that woaen's psychological developaent 
nay differ from that of sales in terns of the preniuB which is 
placed upon hunan relationships. Carole Gilligan (1982) argues 
that vonen value the relationships between people over abstract 
principles and, in fact, in this respect the developnent of aoral 
reasoning aay proceed differently in females than in nales. 
Belenky et al (1986) trace an analogous process in their 
exploration of different nodes of knowing in women. Working with 
different data, they too come to emphasize the importance of 
"connectedness" in seeking to capture and validate the process by 
which women come to understand their worlds. 

All of which leads to the final area of concern in terms of 
this project, namely, the extent to which women may be 
disadvantaged by an educational system which values the rational 
over the intuitive and which consistently denies and even 
invalidates the importance of affect. Researchers in this area 
warn of the dangers of lapsing into traditional stereotypes and 
indeed, most are agreed that there is no basis for positing 
biological or immutable sources to explain the propensities which 
many observers have noted. Nonetheless, it is true, as K .rie 
Jos6e Desrivi^res points out that Quebec university ^omen report 
"qu'elles aiment les approches globales associant approche 
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rationelle et intuitive" (Laforce, 1987). 

Both research and couion sense tell us that women's 
experiences, shaped by socialization and mediated by the social 
structure, are different froB those of men. For these reasons, 
Adrienne Rich (1979) emphasizes the importance of introducing and 
validating individual feaale experience in the classroom and, in 
fact, this is a cornerstone of feminlat thinking in the work of 
British and American educators. In the United States, Evelyn 
Torton Beck (Bunch and Pollack, 1983) reports positive results in 
surveys of women students exposed to courses which use various 
self -disclosure techniques. 

All of these considerations led us to propose that female 
students might be better served by a pedagogy which more 
faithfully reflected what we know about the needs and 
expectations of female students. Such a pedagogy has, in fact, 
been developed. Termed feminist pedagogy, because it takes 
account of the experiences of female students, its conceptual 
framework represents an effort to address many of the issues of 
gender difference which we have raiseci above. Hence, feminist 
pedagogues emphasize the establishment of "an atmosphere of 
i» ««ual respect, trust, and community in the classroom" (Bunch and 
Pollack, 1983) as a primary goal. Real efforts are made to break 
down the hierarchy of the traditional classroom, in the interests 
of building a genuine learning community where co-operation 
replaces compet5.tion, and the collaborative qualities which seem 
more frequentl?/ to characterize female learners can be 



10 

experienced as advantages (Culley and Fortunes, 1985). 

In the feminist classroon, education is conceived as a 
process and thus there is a sustained effort to acknowledge the 
dialectical relationship between the learner and that which is to 
be learned. As part of a generalized effort to respond to the 
syaptoBS of diseapoweraent which seen to characterize female 
learners, there is an insistence upon the integration of personal 
experience and affective response with subject natter. At the 
sane tine, students are discourvced f roa becoaing passive 
recipients of knowledge and the feainist teacher works to create 
a learning environnent which is learner centred and learner 
active . 

He hypothesized that the use of this pedagogy in the 
classrooB would increase the coafort, coaaitaent, and thus 
ultimately the perforaance of feaale learners and, with our 
attention firnly focussed on pedagogical technique (as opposed to 
content), we proposed to test the efficacy of this pedagogy 
across a range of disciplines. However, before we could proceed 
to the testing, it was necessary to translate the pedagogical 
theory into teaching practice. We therefore turned to the 
preparation of a coherent set of feminist pedagogical strategies. 



ERIC 



22 



11 

II. PRBPARATIOM OP SUBJKTS AHD NATIRIALS TO BI TISTID 



The preparation of teaching aaterials nvA the selection and 
preparation of participating teachers were part of a highly 
interrelated process. Ne were, at every stage, both refini^ig uur 
pedagogical strategies and clarifying which specific disciplines 
would be sost suitable for the experiment. For the purposes of 
clarity, however, we will present the process as follows. 

A. Search a nd Selection of Te»ftharg 

Early in September, we circulated a letter and questionnaire 
to all teachers at CEGEPs Andr6 Laurendeau, Edouard Hontpetit, 
Hontaorency, Lawson and Vanier (Appendix 1). The questionnaire 
itemized strategies we were interested in exploring, very much as 
they had been listed in our research proposal (Appendix 2). Ne 
asked the teachers to indicate whether they had ever used any of 
the strategies, whether they would consent to be interviewed 
about their experiences, and whether they would be willing to 
participate in the research itself. 

Ne received about fifty responses, from teachers in a very 
wide range of disciplines. It was clear that some areas would be 
more suitable for the experiment than others: many humanities 
teachers, for instance, showed great interest in the project, but 
since humanities is taught only in the English CE6EP and differs 
considerably from its parallel core subject, philosophie, in the 
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French CKQEP, we were forced to consider these teachers 
inelligible for the actual experiment. Subjects such as ausic and 
fine arts we considered too difficult to aonitor inasBuch as 
teaching in these areas is often individualized and therefore 
Bakes little use of classroos process. It was also necessary to 
narrow the focus of two of our original target areas: Social 
Science and science. Teachers of sociology, anthropology and 
econonics showed an interest, and we Bade our choice of sociology 
as the subject most widely taught in French and English CEGEPs. 
In the science area, though teachers of aatheBatics and biology 
answered the questionnaire, we chose physics as the test subject 
since it sore clearly represents a non-traditional area for 
fenale learners. In the Careers area, we originally decided upon 
Nursing as representative of a field Buch occupied by feBale 
learners, and CoBputer Science as representative of a field 
broadly perceived as male doainated yet still offering a 
reasonably large sasple of feBale students. As we had 
anticipated, these decisions regarding the Careers were coaplex 
and difficult to aake. At a later point, because of the intricacy 
of its prograBBe deBands and pedagogy, we were forced to abandon 
our volunteers froB Nursing in favour of those fron Early 
Childhood Education. 

In sorting through these responses and Baking a preliainary 
list of teachers whoB we could call upon to take part in the 
testing, we were also listing a different group of teachers whoB 
we could call upon for preliainary interviews about their 
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teaching experiences. This second list was comprised of those 
teachers whoii we had to eliminate, as described above, and those 
who expressed an interest in the interview but not the full 
senester of experimentation. 

B. BftnWifround Interviews on the Prnpogefj PftHntfotf jc^l Stratetfies 

The interview schedule (Appendix 3) which we designed for 
these sessions allowed us to eyamine how teachers in various 
disciplines had been using the strategies we were proposing, and 
whet they thought about their success. Since each of the teachers 
interviewed had ticked off the strategies they were accustomed to 
employ, and these were by no means consistent, each interview 
necessarily covered different territory. The range of disciplines 
involved (English, francais, physics, biology. Computer Science, 
psychology, Hechanical Technology, Early Childhood Education and 
Nursing) also made for a variety of responses. Thus, though the 
interview material was complex and in some ways difficult to 
correlate, it was enormously helpful to us in developing our 
strategies so that they could be used in the disciplines we were 
intending to employ. In all, eighteen teachers (twelve female and 
six male) were interviewed between September and November. The 
interviews were taped and the information we gained from them is 
presented here under the headings for the original six strategies 
we were proposing to test. 
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1. Self-DisclcL,arc 

The teachers who were Bost willing to talk about this 
strategy tended to focus on two princip:il kinds of disclosure 
which a teacher might sake to a class: personal examples of life 
situations and personal exanples of learning process. 

Teachers of Language and Literature and of psychology seeaed 
to feel it natural and necessary to talk about their own personal 
experiences in the classroon, not only to clarify material but to 
encourage students to make personal cc... .ctions as well. They 
agreed that their readiness to use this tactic had a great deal 
to do with the rubject matter, dealing as it does with human 
problems which students understand better if they can identify 
with them. These teachers said that self -disclosures of this kind 
could be either planned or spontaneous: one can "discover** a 
useful personal intervention in one class and then make it a 
regular part of the teaching of that area in the future. These 
teachers seemed to rely on intuition to guide them as to how 
often to use the personal, and how much to disclose. All were 
aware of the importance of making only suitable disclosures and 
of distinguishing between disclosure and confession. 

Somewhat to our surprise, and very helpful to us in the 
final shaping of this strategy, was the fact that far more 
teachers talked about disclosure of personal learning processes 
than about personal life situations. Examples which allowed the 
teacher to situate herself/himself as a learner were seen as most 
useful in democratizing the classroom and establishing an 
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atBosphere of respect for enquiry. These self -disclosures were 
often affective, inasnuch as their principal content was how the 
teacher had felt about certain learning situations as a student, 
or how s/he had felt about an idea or a process when it was first 
encountered. Affective disclosures vere not the only kind to be 
discussed, however. Soiie teachers actually brought to the 
classroom the work they were currently engaged in - articles, 
experiments and so forth - where eithex the content was relevant 
to the course, or the teacher's activity forsed a parallel with 
some activity being taught. 

Teachers in the Career areas of Early Childhood and Hursing 
used a great deal of self-disclosure which appeared to combine 
both personal experience and learning process. Their examples 
were usually drawn from clinical experiences of their own in the 
field. These examples had both affective and cog»aitive 
components, often provided problems for discussion, allowed 
students to see their teachers as struggling with some of the 
same questions as they were, and encouraged students to discuss 
the difficulties they might be having in their own field work. 

Some other teachers were clearly wary of this technique. One 
male teacher said that self-disclosure comes naturally when a 
teacher feels particularly close to a group, but that if the 
technique were to be used as a pedagogical tool it might well be 
resented as intrusive. This - amark actually rejoins those of the 
comfortable users of the strategy who stressed the matter of 
appropriateness. Few science teachers appeared interested in 
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discussing the method. Fewer sen than wonen r^ppeared to be 
interestei. in the method, though it ?s true that a larger portion 
of those men interviewed were science teachers. Of rhe non- 
science male teachers interviewed, one felt very comfortable with 
self 'disclosure while another tended to use life and process 
examples which oame from his observations of others rather than 
from his own exrariences. 

Interestingly, none of the teachers appeared to feel that 
self'disclosure had created pedagogical problems for them. The 
question of eliciting therapeutic relationships was dealt with at 
some length by the psychology teacher, but she was quick to point 
out that she thought therapeutic relationships with students 
arise more from the subject being taught than from self- 
disclosures by the teacher. S*^ asserted, moreover, that though 
students might seek her out to discuss personal difficulties, 
extreme depende'icy had never become a probxea. Clearly, 
experienced terchers communicate very effectively the appropriate 
boundaries for teacher-student relationships. Encouraging 
personal connections to material does not seem to have side 
effects which teachers willing to use the method cannot handle. 
The negative remarks made about self -disclosure came from those 
who do not use it. 

2. Peer Support Groups Inside and Outside the Class-room 

It was during the interview process that we disccyvered how 
easily this strategy could become confused with collaborative 
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group projects. Clarifying what we aeant for the interview 
subjects helped us to clarify it for ourselves, and their 
coiuents and experiences allowed us finally to Bake inportant 
distinctions. One of the very useful contributions cane fros an 
early Childhood Education teacher who brought us an article on 
learning partnerships to add to our literature (Robinson, 
Sabetryon and Griffin, 1985). Also useful were the science 
teachers' experiences with lab partnerships. 

All teachers agreed that having students work together had 
eno^Bous educational advantages. Having two or three students 
work on a task requires them to talk out problems in 
conprehension, sake decisions about alternatives, and actively 
work toward some conclusion. In terns of engagesent with subject 
matter, teachers were unanimous that this team approach was 
superior to almost any other classroom method. In terms of 
drawing the best out of otherwise retiring and inactive learners, 
teachers of Language and Literature were most emphatic about the 
advantages of dyads and triads. One male English teacher spoke 
about the particular opportunities for self-expression which this 
method presented for the quiet female students. Two teachers of 
fran^ais said that female students always did the best 
partnership work, especially when paired with each other. 

In terms of actual partnership formation, most teachers 
tended to feel students should choose their own. It was observed 
that St. lents tend to choose students of their own sex and ethnic 
group to work with, if at all possible, and that these 
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partnerships work the best. One of the science teachers talked 
about the painful occasions where a student is left out, and has 
to be found an "unwilling** partner by the teacher. The particular 
exanple he described demonstrated a problem both of gender and 
visible minority status. Mo solutions were suggested, but this is 
an important point and must be kept in mind. 

Science teachers were quite comfortable with the notion of 
full term-length fixed partnerships, since this has become the 
practice in laboratories. One said that the original reasons for 
such partnerships may well have been space, equipment and cost of 
materials> but that even if there were opportunities for students 
to do labs alone, partnerships would still be his choice because 
of the learning process such arrangements offer to students. 
Teachers in non-science areas were less comfortable with term- 
length partnerships, and spoke of their concern about 
partnerships that **don't work** . Host teachers favoured groups of 
two, but some argued that three is less competitive and more 
practical in terms of absenteeism. Science teachers were much 
more concerned about differences in ability level in peer group 
learning than non-science teachers. One science teacher said that 
she always organises any peer work only after she has come to 
know of the ability range in her classroom. Another teacher said 
there is less advantage in such partnerbuips for tuo bright 
student who can easily do the work alone. 

An important area of concern is the matter of individual 
responsibility in any peer activity, and how such an activity can 
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be fairly evaluated. Science teachers liked the lab situation in 
that the work has to be done together but the lab written up 
individually and the nark given for the individual work. Teachers 
in non-science areas seesed to be acre anxious to evaluate the 
work of the dyad as well, and offered suggestions as to how to 
involve students evaluating each other as well as having sone way 
for the teacher to check the process. 

The use of class tine is another area of concern. Science 
teacher*^ wi»re prepared use partnerships only in the lab; to 
use them in the rest of the course took too auch tiae, they said, 
and interfered with covering course content. All agreed that any 
kind of peer interactive work takes enorauus amounts of class 
tine, and one has to be prepared to deal with this problem. 

What none of the teachers interviewed addressed, however, 
was our specific notion of learning partnerships which carried on 
outside the classroom and helped studeitts develop confluence in 
their ability to help each other in informal ways toward a sense 
of their own autonomy as learners. When we talked about such 
outside the classroom connections, teachers spoke of the very 
real problems of students getting together outside of class, the 
difficulty for the teacher in determining who did the work if 
some kind of product is involved, and the general problem of 
monitoring the process. It was our sense, however, that most of 
these remarks were focussed around the idea of group projects 
with student membership of four or five, rather than process- 
oriented and affectively based connections between two students 
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who could easily do a lot of their connunication over the phone. 
In fact, none of the teachers had actually used partnerships as 
support units in the nay that we had envisaged. 

3. Self 'Initiated Projacts 

Certain teachers were quite adamant that self-inititated 
projects are the only kinds of assignnents that allow students to 
fulfill their learning potential. The iaportance of student 
interest was strei^sed over and over again by these teachers. They 
described how they assisted students in choosing topics of 
inteiest and relevance^ if such assistance was asked for, but 
the starting point was always the individual's interest or the 
priorities established by the class as a whole. The teachers who 
were convinced of the importance of this type of assignnent came 
f roB widely differing disciplines : English, psychology, 
photograph/, and Computer Science. The fact that the subject was 
not discussed in the science area refl'^cts that area's tendency 
not to use projectis as a pedagogical device. 

It became clear as we talked to these teachers that self- 
initiated projects are most often used in group contexts, and 
that the same willingness on the part of the teacher to allow 
students to explore their own interests is often coupled with a 
willingness to allow students to guide and collaborate with each 
other. In both cases, students are entrusted with and responsible 
for a part of their own learning. 
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4. Using Writing in the Learning Process 

Many of our interview subjects had been involved in Literacy 
Across the CurriculuB workshops and therefore understood what we 
■eant by a writing coaponent that allows students to explore 
ideas and questions without concern for the quality of the 
written product. Others, however, lacked this background, and we 
sonetines had to explain that the writing assignment which tests 
writing proficiency or nastery of material is not writing to 
learn . 

All the teachers who used writing in the learning process 
stressed its effectiveness in focussing student attention and 
forcing a process of thought. Only two (one in Nursing, another 
in photography) ware actually using it as a classroom device. 
Host were using journals in which the students wrote at home. In 
the Mursing area, journals of clinical field work are often 
required, and give students the opportunity to record their 
experiences, reflect upon them, and express their feelings about 
what has transpired. These journals also become material for 
discussion in groups. Both the psychology and the Early Childhood 
Education teacher had used class reaction journals in which 
students were required to reflect on their classroom learning and 
to make personal connections with the material. The Early 
Childood teacher stressed the fact that when she reads these 
journals, she merely comments on them; she does not correct but 
asks questions to extend thinking. Most of the teachers using 
writing to lesrn agreed that marking for writing accuracy is 
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inappropriate » though they did bewail the poor writing skills of 
their students. One was very clear » however » about the fact that 
the quality of writing in the journal was always much superior to 
the writing in tern papers, possibly because of the students' 
interest in and connitment to the task. 

A teacher of biology described an experiaent with a 
collective class log, filed on reserve in the library, in which 
students were required to write once a week at least a page of 
comaentary on soae subject relevant to the course. Each student 
was given an alias and section in the log (a loose leaf binder) 
which corresponded to the alias: it was into this section that 
they were to file their writing. Subjects were soaetiaes assigned 
by the teacher, and sometiaes left up to the discretion of the 
students. Students began to read each other's writings after a 
while, and to consent upon thea.Huch of the dialogue, however, 
seemed to revolve around the identification of students rather 
than the subject natter. When we asked the teacher if she felt 
this alias absolutely necessary, she was not adamant about it: 
she had thought the students night be acre willing to participate 
if they knew their anonymity was protected. She felt the 
experiment had been a great success, and that it had not been as 
much work for her as individual journals. She had only to go to 
the library when she had the chance and check off each student's 
work. 
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5. Student-Centred Course Materials 

It becaiie clear during these interviews that all concerned 
teachers try to incorporate student-centred materials into their 
courses. In the sciences, this involves providing examples and 
problems that tap students' prior knowledge and interest. In the 
non-science areas, it often involves not only using examples and 
assignments appropriate to the students' interests, bt.t choosing 
texts thr;t students will find relevant and meaningful at this 
stage of their development. There were varying degrees of 
awareness of the problem of sexist materials and the importance 
of finding ways to make female learners less marginalized in the 
le rning situation. On th^* whole, the female teachers seemed much 
more sensitive to this problem inasmuch as they were the only 
ores who would voluntarily introduce the subject into the 
conversation with the interviewer. 

6. Appealing to Differing Skills and Styles 

Only two teachers gave overt reference to this matter: an 
English teacher and a biology teacher. The English teacher said 
that he always tried to outline different ways of learning at the 
beginning of his courses and to suggest that students should try 
to identify their own preferred method and maximize their 
opportunities for making use of it. On the whole, he said, he 
left it up to the students to follow up on the matter. The 
biology teacher said she does much the same thing (though 
interestingly her learning style model was entirely different 
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from the English teacher's). She vent on to say, hoveFer, that 
she felt the natter of learning styles had been addressed, 
assessed and discussed a great deal, but little had been done to 
connect it with teaching styles, and how teachers can facilitate 
different kinds of learners. 

He began to feel, however, as we talked to sore teachers, 
that good teachers tend to accosmodate different learning styles 
by varying the methods used in the classroom, and b^ allowing 
exceptions for students with exceptional difficulties or 
abilities. 

7. Collaborative Nork on a Collective Project 

As stated in item 2 (Peer Support Groups),^ here tended to be 
a good deal of confusion about the differences between support 
partnerships and group projects. For the purposes of the 
interviews, we began to make a distinction between partnerships 
on the one hand and larger groups on the other, as well as 
between on-going process-oriented dyads with many disporata tasks 
and one-time task-oriented groups with something to contribute to 
the class as a whole. However, it was clear that there were many 
variations possible. Instead of presenting examples, of which 
there were many, we outline here the concerns which teachers 
expressed which led us to design our strategies the way we did. 

One of the principal concerns about collaborative group work 
is the time that it takes. If students are asked to do the 
preparation outside of class, their differing schedules sake it 
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an alnost intolerable burden. If they are given time in class to 
do the work, weeks of class time can vanish. For these reasons, 
many teachers, particularly those in Nursing, have given up on 
group work entirely, though all spoke as highly of its advantages 
as they did of the peer support partnerships. 

Another concern about group work is evaluation, how to 
design nodels that allow for individual as well as grouy work, 
and consequently permit the teacher to give fair grades. Some 
teachers adnitted they had siiiply cone to accept the fact that 
individual input to group projects always varies, and that the 
best students do sore of the work. Most, however, were 
uncoaf ortable with giving only group grades. Allowing students in 
the «|roup to evaluate each other was a device suggested by some 
and distrusted by others. Soaae of the teachers had very intricate 
means of ensuring that individuals had specific tasks within the 
group that could later be evaluated. Some had strategies by which 
iaprovenent in individual student perfoiaance is not only 
rewarded individually but also returns as an advantage for the 
gronp . 

Though few of the teachers articulated it openly, it became 
clear that group work requires a great deal of careful planning 
on the part of the teacher. It requires relinquishing aii area of 
the course to the students. The choice of topics is of primary 
importance: some areas are suitable for group work and some are 
not. Teachers also need to find some balance between directing 
the work and allowing the students to find their own directions. 
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Teachers Hho felt their group work had been successful were those 
who had very precise notions about the objectiyes of the task, 
the relationship of individuals to the group and the group to the 
rest of the class, and how nuch class tiae Bust of necessity be 
given to students to do their planning. They had also worked out 
ways of monitoring the progress of the group without interfering 
with group dynamics. This monitoring sometimes takes the form of 
written reports, and sometimes office appointments with the 
teacher. They were all conscious of the problem of class 
attention to student presentations and had ways of making sure 
thrt there was something for the listeners to do with material 
being presented. These successful teachers also appeared to be 
very experienced in the use of group work, and confessed that 
their methods had been worked out through trial and error. All 
said that the process was worth it, even if the products were 
sometimes weak. All agreed, however, that group products were 
usually of amazingly high quality. Hot surprisingly, few science 
teachers were interested in collaborative group work because of 
the class time problem and the individual grade issue, but one 
used a model much used in non-science classes, where small groups 
work out individual solutions and then discuss the implications 
of their findings in the class as a whole. 

C. The Strate^gies Chosen for Testing 

The interviews clarified several important points about the 
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preparation of strategies for pedagogical testing. First, it was 
inportant to have clearly defined, distinctive teaching 
behaviours and/or classroon procedures for teachers to follow. 
Second, it was very important to provide these teachers with 
guidance for systematizing these practices with respect to 
evaluation and inte ration with course content. Third, it was 
necessary to give the teachers in the experiment some way to 
record their use of the strategies, so that they could monitor 
the process and describe it to the researchers. 

These general principles guided us both in the selection and 
in the description of the strategics we decided to use. It became 
very clear through the interviews that three of the strategies 
described in our research proposal and discussed with the 
interview subjects were not useful for the project in that 
particular form, Self-inititated projects, for instance, appeared 
to be so specific as to discipline that it would be almost 
impossible to design a procedure for a multidisciplinary group of 
teachers to follow. Moreover, science teachers were not using 
projects. Furthermore, some non-science teachers saw projects as 
group work, while some others did not. Finally, to what degree 
can students ever be said to initiate work on their own ? Does 
the word self-initiated mean that the students merely choose 
their own topics, or does it mean that they choose whether or not 
to do the work at all ? Recognising the importance of student- 
centred tasks which is underscored by this strategy, and 
determined to build this element into the package under another 



28 

heading, ne decided to abandon Self-Initiated Projects as a 
specific strategy. 

Similar decisions Here Bade with respect to Student-Centred 
Course Materials and Appe>iling to Differing Skills and Styles. As 
becaiie clear in the interviews, all good teachers try to do both 
of these things, and would be unwilling to teach control sections 
without Baking use of these strategies. Course Baterials are also 
unique to course and discipline: we did not see ourselves as 
equipped to furnish this type of guidance for such a large nuBber 
of disciplines. Nith respect to learning styles, we decided that, 
in a certain sense, the whole project was addressing this 
question, in that new and better learning styles for wosen 
students were being sought out. 

He therefore chose to focus the testing around Self- 
Disclosure, Peer Support Partnerships, Writing in the Learning 
Process and Collaborative Course Units. In doing so, we were 
first of all eliBinating sobc of the confusion in our earlier 
definitions. We were also eliainating as specific strategies 
those areas of the original proposal which accuallv embodied 
pedagogical principles rather than pedagogical techniques. We 
were very conscious, however, that Lhe important principles of 
learner-centred learner-active education must continue to animate 
the research. The teache** package which we therefore prepared for 
participants was designed to offer a list of related strategies 
from which teachers could select those behaviours which best 
suited their own style, subject matter and personality. Ne 

ERLC 



29 

recognized at this point that we would not be testing the 
strategies individually, but that we would ask teachers to adopt 
at least two and to follow our directions as carefully as 
possible throughout the senester. In this way, we believed « we 
could test the efficacy of the pedagogy as a g/ } of related 
strategies designed to better ^ccouodate the neb^3 of feaale 
learners. 

1 . Self-Disclosure 

The iaportance of personalizing education for women students 
has been nuch discussed in writings by feainist educators (Bunch 
and Pollack, 1983; Balenky, 1986; Spender, 1981). Systematic 
designs for the use of self-disclosure have not yet appeared in 
the literature, however, and we were forced to define our own and 
request that teachers follow it as closely as posible. We defined 
two aspects of se If -disclosure : one for the classrooa 
lecture/discussion, and one for responding to students' written 
work. 

Ideally once a week, but at least once every two weeks, the 
teacher chooses a few aoaents of class tiae in which s/he can 
reveal her/hiaself engaged in a learning/working process rather 
than as an acconplished master of skills and content. In asking 
this self -disclosure, the teacher tries to create an atmosphere 
in which the students feel free to examine their own states of 
process, reveal their own confusion, ask questions, and see the 
learning process as universal and desirable rather than either 
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the tenporary state of the young and powerless or the 
uncoBfortable state of the iapossibly ignorant. The point is to 
engage the students » insofar as is possible » as colleagues* 
albeit Junior ones» in a discussion of their work. The goal is to 
enhance the students' capacity to see theaselves as serious 
learners who ure responsible for their own thought processes. 

Contexts for self -disclosure are easily found, once the 
principle is clear. One could indicate how difficult one found a 
particular problen or concept when one was a student; conversely, 
one could say how exciting or helpful one found a particular idea 
or connection. Disclosures about present learning situations 
which the teacher is involved in can also be used to help bridge 
the gap between teacher and learners. A disclosure about soiie 
aspect of the teacher's life experience which illustrates what is 
being dealt with in class is designed to encourage students to 
sake similar connections with their lives and to find new 
relevance in the course material. 

Ne assumed that the greater t'^e variety of contexts in which 
the teacher uses disclosure, the more likely it is to have a 
positive effect. Ne asked teachers to keep a systematic week-by- 
week record of the disclosure process and its effect on the class 
so that the> could learn from their experience. 

In usinf self -disclosure to respond to written work, the 
teacher/reader communicates her/his reading process of the 
student text and how this process leads to the final grade. 
Simple "I" statements are used throughout the responding process. 
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The strategy is designed to emphasize reading process as learning 
process on the part of the teacher, rather than prior nastery of 
naterial by the teacher against which the students' efforts are 
measured. For this reason the teacher's couents throughout the 
paper are acre important than the final summary comment. 

This strategy has obvious relevance in the teaching of 
Language and Literature (English and francais) where student 
writing is much emphasized and problems of writing competence and 
confidence are dealt with directly. The nurturing and egalitarian 
interventions of the teacher are designed to help students reread 
and revise their texts for improved communication and 
development . 

Horeover, because this strategy is designed to emphasize the 
extent to which teachers, like students, are involved in a 
process of grappling with various issues, it is particularly 
well-adapted to the Social Sciences. Here, research is, indeed, 
recognized as an on-going process of confrontation and resolution 
between t* e researcher and the obd'»'^t of her/his research. In 
self-consciously communicating this dynamic to students, 
teachers, we believe, can meaningfully humanize the classroom by 
emphasizing the shared academic endeavour. The student thus 
becomes, if not a partner, at least an accomplice. 

Self-disclosure in responding to work which students hand in 
for evaluation is more difficult in science areas, but if ways 
can be found to use it, some of the intimidating pressures of 
getting the "right answer" should be ameliorated . In this 
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respect, connents on various stages of the lab report or at early 
points? in the solution of a problea highlight what is working and 
what is not, and how each step of the process contributes toward 
the final result. They invite the student to exasine her/his 
writing or problen solving process to see where it can be 
inproved, rather than to experience the sense of failure in 
having arrived at the wrong answer. This careful use of process 
connentary encourages in teachers what Stella Baruk sees as so 
essential: the recognition of exactly where the student's 
difficulties lie with respect to nathematical concepts and 
processes (1985). "I" statements are designed to be encouraging, 
and remarks like "I thiut you went wrong here", with a clear 
indication of where the student should begin to rethink her/his 
work, are more useful, we believe, than a large red X at the end. 

We provided teachers with a list of sample "I" responses for 
use throughout their reading of the paper, as well as some 
suggestions as to summary statements which urge the student to 
respond to th!:se responses. 



2. Peer Support Partnerships 

Our definition of this strategy became much more specific 
after the interview process. He dropped the word "group" and 
adopted "partnerships", "dyads" and "triads", clearly limiting 
the numbers in each team. We also suggested permanent term- 
length dyads or triads who work together, both inside and outside 
the classroom, so that no student needs to experience the course 



33 

I in isolation. 

I The overall objectives of this strategy are to huaanize the 

classrooB by creating structures Hhich offer students the 

I opportunity to build relationships of Butual respect, trust and 

support with other students, and to enhance the autonomy and 

I self-sufficiency of each student by placing value upon student- 

■ centred learning. The use of peer partnerships is designed to 
deal directly with those feelings of alienation and 

I Barginalizatf.on which female learners describe as part of their 

experience of traditional classrooms, particularly in large post- 
I secondary institutions , and , even more specifically, in science 

■ areas. 

Ne suggested on -going activities in which the teacher offers 
I sometimes more, sometimes less structure, but in which there is 

always some simple way for the teacher to verify that the dyad is 
m working properly. Peer support partnerships need validation in 

^ terms of specific tasks and recognition in terms of marks. For 

' the latter, we suggested a block of marks be set aside for the 

H peer partner process, perhaps five or ten, and that the marks be 

given to those students who participate fully in those tasks 
I which are set in motion. Students should be asked to write a 

short evaluation of their partnerships once or twice during the 

■ term. As to learning tasks, they should be designed in such a way 

■ that they can easily be checked off rather than corrected, so 
that they do not become an intolerable burden for the teacher but 

I are still recognized as valuable parts of the student learning. 
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Early in the semester, in the second or third class, but 
with at leasi: one class of warning, students should be given five 
ninutes of class time to confirm their dyads/triads, exchange 
telephone numbers and time tables, and so on. The teacher should 
make a record of the partnerships at this time, and make some in 
class use of the dyads in the next few weeks. The point must be 
made by the teacher that students can be helpful to one another. 

He provided teachers with a very full list of possible tasks 
for dyad/triad work. Dyad exercises such as paired introductions 
at the beginning of the course can be used to help reinforce 
listening and speaking skills, but their main purpose is to 
improve class atmosphere and raise the level of subsequent 
student participation in class discussion. Partners can help each 
other with assigned readings by interviewing each other on 
specific aspects of the text. Partners can help spot check 
aspects of each other's writing. Collaborative assignments can be 
devised in which the partners help each other choose and refine 
topics, select readings, and set up work outlines. Specific 
problems can be assigned for partnership rather than individual 
homework: individuals must thus talk through the process and 
agree both upon the methods to use and the final answer. 
Individuals within a partnership can be assigned to explain some 
concept to each other, whether by using an analogy from everyday 
life, or by actually constructing an object made of simple 
materials, to illustrate three-dimensional concepts, for example. 
The partnership can be assigned to make up, co-operatively, a 



I 35 

problem on a certain topic which will then be used either by the 
I teacher in the class, as a part of a set of homework exercises, 

for a class test, or for a review class. Individuals can also set 
I questions for each other to solve. 

I Though we stressed the importance of setting tasks for the 

learning partners to work through, the real content of this 

I strategy is the language-intensive working through of learning 

material in a context of co-operation, encouragement and support 

I (Martin et al, 1976). The affect of the experience is its main 

■ effect. Clearly the learning partnerships place great emphasis on 
the learning process, and take some of the tension away from it 

I (Robinson, Sabetryon and Griffin, 1985). There is also a heavy 

emphasis on language, here oral rather than written, so that 
I students talk through their difficulties and make sense of 

» subject matter in the language of everyday speech. This has, we 

" believe, particular importance for female learners whose silence 

I in the traditional classroom has been of such concern in this 

research. 

I The teacher encourages the partners to find other ways to 

^ offer each other help, while ensuring that the major areas of 

■ evaluation are still individual enough to validate self- 

■ sufficiency, not dependence. The support which female learners 
offer each other in these partnerships is an essential component 

I of the pedagogy. The solidarity which they experience through 

this means can, we believe, help them deal more effectively with 

■ those feelings of powerlessness and invisibility which can so 
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insidiously interfere with fulfillment of potential. In this 
sense, then, support leads to increased independence, not 
dependence . 

3. Using Writing in the Learning Process 

He nust emphasize here that we called this strategy writing 
to learn, not learning to write, though it is true that the more 
studenLs use written expression the greater will be their fluency 
in that mediun. However, fluency in and of itself was not our 
primary objective. He saw that as falling principally within the 
expertise of teachers of English and francais and we recognized 
the specifics of their methodology. Further, we did not want to 
burden the non-language teachers with the full responsibility for 
the literacy problems of their students, nor did we wish to 
provide students with an additional check on their expression. In 
fact we believe that write-to- learn exercises MUST HOT be 
corrected or critiqued by the teacher. If such correction takes 
place, the student is penalized for taking risks, trying out 
ideas, and expressing confusion, all of which are parts of the 
exercise. He suggested that a write-to-learn component in any 
course be assigned a fixed number of marks, which could be as 
little as five or ten, and that the students be given the marks 
if they do the writing. The writing should be valued but it 
should not be critiqued, or the student will obviously try to 
please the teacher rather than use the writing as a way to learn. 

Given that women do not participate as fully as men in the 
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oral discourse of the traditonal classroom, some methodology must 
be put in place to give them equal opportunity to take possession 
of their own learning. Ne believe that writing-to-learn exercises 
help to equalize the language experiences of male and female 
students. 

The overall objectives are to empower the students as 
active participants in the learning proces, to incorporate a 
learning method which seems more comfortable for female students, 
and to help students integrate learned material into their own 
thought processes. Teachers are asked to assign short pieces of 
writing in which learners articulate what they already know about 
subjects to be covered in class, what they have not understood 
about what has been covered in class, how they feel about the 
subject matter, what connections they see between different areas 
of course content, and so on. Articulation in language can help 
students make their own connections with what they are learning. 
It can help them make sense of things, and to recognise when they 
cannot do so. Short writing-to-learn assignments encourage the 
integration of course content into the students' own thought 
processes in gradual non-threatening ways. 

In this area of our pedagogical design, the work of 
progressive educators in Literacy Across the Curriculum has been 
particularly useful. Toby Fulwiler (1981) and Ira Shor (1987) 
have shown how students make sense of their education through 
frequent and shared experiences in writing to learn. Based on our 
study of their work, plus our interviews with the teachers, we 



38 

arrived at four specific applications of writing to learn: five- 
minute free writes, journals, collective class logs filed in the 
library, and the question and answer box. 

Five-minute free writes are periods of intense and unedited 
thinking expressed on paper. Students are instructed not to lift 
their pens or eyes off the page, and to trust that the ideas will 
cone. If they cannot find ideas, they are to express that fact 
and wonder about it. The teacher should write, too, to validate 
the process, and should be willing to share her/his writing on 
occasion. Free writes can be used at the beginning of a class to 
engage students, at any point in a class to find ovt proolem 
areas, track down misconceptions or help form a bridge b&tween 
one topic and the next, or at the end of the class to help 
students summarize and consolidate material. A simple topic 
should be given, most usefully in the form of a question. 

Journals have been much used by feminist educators to help 
students make connections between affective and cognitive 
experiences (Bunch and Pollack, 1983; Culley and Portuges, 1985; 
flalden, 1988). They have also been highly recommended by 
progressive educators for facilitating learning (Fulwiler, 1981; 
Shor, 1987). The journal requires students to reflect on what 
they are learning. Students write reactions to what they are 
assigned to read, react ^ns to class lectures, reactions to media 
presentations. They can also be asked to deal with course content 
in purely cognitive ways, for example, by writing paraphrapes of 
sections of text (50-word paraphrases, 200'word paraphrases). 



39 

precis of lectures, chapter outlines of a reading in the text, 
lecture outlines of the teacher's lectures, and so on. He 
indicated to teachers that notebooks per se are inadequate for 
this purpose, for though taking notes does help students 
concentrate, we do not believe it forces then to think. 

Journals present a nuch heavier use of writing than the free 
writes and we reconnended ccreful thought about the workload for 
student and teacher. Ne did shere our belief, however, that 
journals are iiunensely valuable for helping students to keep on 
top of their reading and to reflect on it, for helping then to 
pay attention in class, for actually bringing them to class in 
some cases, and for helping teachers find out what is working and 
what is not. 

It is extremely important that the journal be given some 
nark value but that it not be corrected or critiqued. Marginalia 
is appropriate if the teaoher has time, but it should be of 
generally encouraging nature. Real errors in reading or 
understanding should not be dealt with in directive comments in 
the journals themselves: the teacher might go back over the 
material again in class, or ask students to go b«^ck over their 
journal entries themselves, after class discussion, and to make 
comments on their own ne^ understandings. 

A collective class log is designed to create a sense of 
community, especially in courses where the pressures^of covering 
course content makj it difficult to create that kind of 
relaxation in the actual classroom. Students are instructed to 
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write at least a page, once a week, on soiie natter related to the 
course, whether it is their success in debugging a progran, their 
diff iculty with a lab , soiie thing they read in the newspaper that 
seeiis course-related, some reaction to a classrooB situation » and 
so on. This page of work is filed in a binder, in which each 
student has a section, and which is filed in the reserve section 
of the library. He reconnended that students' real names be used, 
not the alias as described in the biology experiment. He felt 
that an open personal exchange between students was both possible 
and desirable. Students are encouraged to read each other's work 
and to respond to it if they wish. Dialogue can thus begin, and 
this subject-talk can help students feel comfortable with the 
learning which they are pursuing elsewhere in more structured 
ways. He predicted that timid female students would particularly 
appreciate this opportunity to exchange ideas without having to 
assert themselves in class. 

The question and answer box requires students to write, once 
a week, one full page describing the exact nature of a difficulty 
they are having with the course or a particularly interesting 
idea or solution they have found. Articulating the question is 
particularly important: the process of putting the problem into 
words offers the students an opportunity to discover what it is 
they do not know or have not learned; sometimes the process can 
even permit them to discover their own answer. These 
articulations allow the teacher to see exactly where the students 
are in the learning proces, and to make very simple individual 
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interventions, or to take student questions as starting points 
for review classes. Student answers for the question and answer 
box could also be shared with the class. The question and ans^rer 
box is designed to help students feel nore confortable about 
posing questions about their learning. It is also intended to 
create a much closer relationship between students and teacher, 
and allows the teacher to deaonstrate in a really practical way 
how interested s/he is in the students'' learning. 

4. Collaborative Course Units 

Because of the many difficulties described to us by the 
teachers we interviewed with respect to student group projects, 
we decided to present only one very carefully described and 
directive nodel for this strategy. He avoided calling it *'group 
projects" because of the possible confusion with peer support 
partnerships, and because we wished to avoid any suggestion that 
individuals were to be sacrified to the group. We suggested that 
any collaborative project in which nore than three students 
worked together for specific learning or project goals be very 
carefully orchestrated to ensure that tasks are done, individuals 
are validated, and groups really co-operate. 

Nhat we presented was an integrated reading, writing, 
student-initiated co-operatively organized and presented course 
unit, in which there is group reward and individual 
accountability. The objectives of the strategy are to eapower 
students as active participants in the learning process, to 



42 

denocratize the classroom* and to build a sense of coiUDunity. 
The teacher is asked to choose a section of the course to which 
s/he is willing to devote about three weeks of class tise plus 
prior reading tine for students and a period of writing tine* 
after group work is conpleted, for individual assignnents. This 
could be one thewatic unit, one section ot a text, one novel, one 
play, etc. Students are asked to read in advance of the starting 
date, and they are required to keep a reading journal of about 
six sensibly spaced entries on their reading process: reactions 
to the naterial, questions, interpretations, connections with the 
rest of the course, and so forth. These entries are checked off 
but not corrected. 

At the start of the class unit, the students bring their 
journals and use them in order to present a list of topics which 
they think would be essential to cover this particular unit, or 
which they think would be interesting ways to approach the 
material. The students are then organized in groups of about four 
(often two dyads are used) and each group is then assigned to 
organize a list of topics which repre^ients the interests and 
concerns of the grouj^ . The teacher then uses these lists to 
produce a class list of topics which will allow the class to 
cover the unit adequately. Each group then chooses a topic area, 
with the teacher acting as a referee in the bargaining process. 

Each group then meets to subdivide the reasearoh for the 
topic. Each individual must have a task that is meaningful, 
requires a reasonable and equitable amount of work to research. 
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can be written up, land will add sonething to the group. The 
teacher must therefore Bonitor the division of labour quite 
carefully. Individuals should work outside of class. However, it 
helps to devote sose class time to discussion of progress and 
decisions on how to present the saterial. It should be stressed 
that the reading of notes is deadly dnll. 

As each group presents, the rest of the class sust have 
sonething of some significance to do with respect to the material 
presented . This might involve evaluation, using criteria 
established and agreed on by the class as a whole. It could also 
involve the making of notes for later use in the study and 
mastery of the mater inl. Students can also be asked to make up 
questions to quizz the presenting groups. 

After the presentations, each individual must write up 
her/his part in some specific way, in order for individual 
accountability to be given a meaningful role. This, like each of 
the other steps in the collabor'^tive process, should have clearlj 
designated mark value ^signed to it. Ne recommended that the 
largest number of marks be assigned to the presi^n nations and the 
writing, but that journals, topic lists, evaluations and so on be 
given at least one mark each. 



III. NBTH0D0LO6T 



A. Preparation of T^nr^herg for thi> Kimeriif>nt 

FroB the outset^ it has been clear to us that no valid test 

of these teaching strategies could be Bade unless teachers were 

couiitted to a sustained » «ell-inf orsed practice of the pedagogy 

throughout the sesester. Ne therefcre invested considerable 

energy in helping teachers decide upon strategies and to 

understand the theoretical fraBework behind the research. Our 

first seeting with the 23 teachers who had agreed to participate 

in the project was held at Dawson College on Hovesber 30 

(Appendix 4). He sade certain that the first part of the evening 

provided tine for teachers to neet one another and to discuss 

inforoally their interests and concerns. This initial time period 

also enabled us to welcose then individually to the project and 

to express our pleasure with each person's participation. He then 

proceeded to a bilingual pxesentation of the theoretical 

background of the research and an outline of the basic 

strategies. I^e also gave each teacher an outline of the saterial 
t 

described in section C above. Ve called this outline Propositions 
Prg^isinairA or Draft Outline of the Strategies (Appendix 5). 
Teachers were invited to ask questions and raise concerns . 
Connections between the feminist theory and the teaching 

/ 

strategies provoked considerable interest and discussion » as we 
had hoped. Teachers were invited to contribute suggestions for 
iaproving the package as well as to select tno strategies they 
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would be willing to test. Each teacher was linked, by subject, 
I with one of the researchers, and they were asked to coBKunicate 

I witH us before the ChristBas break. 

As it turned out, no teachers suggested changes to the 

package, and so we adopted the draft as it had been proposed. A 

number of infornal meetings with saall groups of teachers took 
I place in the aonth of December, as teachers considered our 

I proposals and selec\.ed the strategies they wished to test. These 

* meetings underlined for all of us the importance of discussion 

I and personal contact among teachers embarking upon a pedagogical 

experiment. Nhat began to happen among the teachers was what we 
I hoper!i would be/ In to happen among the students: a language- 

. intensive integration process of new ideas into already well- 

' formed and individualistic frameworks of thought. He saw this as 

I very much connected with our theoretical framework for feminist 

pedagogy, wherein individuals learn together as colleagues, 
i respecting differences among each oth^.T. Much of what was said to 

us informally by these teachers as they prepared their course 
I outlines helped us later in explaining and expanding the pedagogy 

I in future workshops. 

Hands-on workshops were conducted in Frenoh on January 12 at 
I Vanier and in English on January 16 at Dawson. A supplementary 

workshop was held on January 20 at Vanier to ensure that no one 
I missed the experience (Appendices 6, 7). On these occasions, we 

I used the strategies to deal with the concerns that teachers might 

still have about the project. He bogan by asking each teacher to 

lE^ 
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submit a questioh about the project for the question and answer 
box. This question was collecteo during the first few Binutes 
while participants were having coffee. Ve then began oii^ actual 
work with the group, asking then to do a five-ainute free write 
on the differences they had observed between Bale and feaale 
learners in their classrooBs. This allowed us to reaind theB of 
how this strategy works, and what to say to students when 
introducing it. After the writing was coaplete, we asked each 
person to contribute an idea, Bodeling thereby one way to use 
free writes in the classrooB. We then proceeded to present to 
then what the research on this question of gender difference in 
learning has to say, and how closely this research rejoins their 
own experiences. 

He introduced the next part of the workshop with another 
free write, asking the teachers to outline one way in which they 
hoped to use dyads (or soBe other strategy) in their part%Bular 
course during the upcoaing seaester. After this writing, we asked 
then to fora dyads with a teacher in a siailar discipline, to 
discuss their writing, and to prepare for the group as a whole 
one particular problea they could envisage in the use of dyads in 
the learning process. After a certain period of discussion, we 
heard these reports, and tried to deal with the probleas they 
saw. Ne concluded the workshop by quickly going through the 
question box to see if there were any questions not yet resolved. 
Ne also presented each teacher with the aaterials for testing 
student attitudes in the first class of the seaester. 

ERLC 
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Our contact with these teachers continued throughout the 
tern. He distributed teacher phone nunbers and encouraged thea to 
contact one another. He called thea together for a aid-tera 
progress discussion on Harch 15 » where we facilitated an 
infornaticM exchange on how the process was working (Appendix 8). 

Throughout our work with the teachers we have acknowledged 
that sone of then sharo our feminist persepctive and aany of thea 
do not. He were never concerned with this philosophical question. 
He wished instead to connunicate the spirit of the pedagogical 
principles through our behaviours with the teachers, and to help 
thea engage in new kinds of interactions with their students. 
Only three teachers did, for personal reasons* withdraw froa the 
project, while twenty continued the deaanding experiaent they had 
agreed to conduct. These twenty teachers also kept extensive 
records for us, and gave us lengthy and significant interview 
tiae while they were still very busy warking final papers. He 
feel this coBAitwent by the teachers is in itself a statement 
about not only the iwportance of this pedagogical developnent but 
the importance of devising an experiment that is teacher-centred 
and teacher-active. The preparation and involvement of the 
participating teachers, by means of workshops and meetings, 
printed materials and ongoing resource contact, played an 
essential role in helping teachers integrate and also enrich the 
feminist pedagogy. 
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B . Intervention 

The experinent consisted of a full senester of classrooB 
testing of the pedagogical strategies whose content was 
described in Chapter II. The reader will recall that 
these fell into four categories: 
Systematic Self-Disclosure 

— During class discussion/lecture 

— In written response to student writing 
Peer Support Groups 

— During class or lab tine 
Out of class 

Writ ing-to-Learn Strategies 

-- Five-minute in-class free writes 

— Individual journals/learning logs 

— Collective class log 

— Question and answer box 
Collaborative Course Units 

C , H ypothcgeg and DigQusaion 

In framing the problea for this project, reference has been 
Bade to a wide range of existing literature which coBbines to 
suggest that, despite egalitarian intentions by teachers and 
institutions, and despite the fact that feBale students' actual 
grade perforBance is at least as high as sales', there may 
nonetheless be iBportant ways in which traditional pedagogy fails 
to Beet woBen's needs or to captivate their interest. 
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The distinctive educational career patterns of wonen, 
including disproportionate dropout rates, underrepresentation at 
higher levels, and concentration in traditional fields, were 
interpreted as being, in part, manifestations of this failure of 
traditional pedagogy. 

In seeking to understand the causal dynaaics of this 
problem, we drew upon a body of theory and research which 
indicated : 

"that for any student in any discipline, the act of working 
through ideas in the language of everyday speech plays an 
essential role in the learning process, 

— that in a traditional classroom, women in fact speak less 
frequently and thus have less opportunity to do this kind of 
exploring of ideas "in their own voices", 

"that women students prefer and benefit from learning 
situations which stress co-operative and mutually supportive, 
rather than competitive, modes of interaction, 

— that for women, as indeed for any marginalized group, the 
inclusion and validation of their personal experience as a 
legitimate area of intellectual inquiry can be an important 
element of engagement and empowerment, 

— and that women students may be more comfortable with 
approaches in which the affective and intuitive dimensions are 
included and integrated with cognitive and rational treatment of 
course content. 

Furthermore it has been advanced that to address the above 
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issues, a feminist pedagogy could be guided by the principles of 
hunanizing and denocratizing the classrooa, enpowering students 
as active learners, and creating an atmosphere of mutual respect, 
support and trust. 

On this basis arose the oentral hypothesis of the present 
research. This is that feminist pedmgogioal mpproaohes which 
incorporate all these elements, such ss the interventions listed 
in section A, vould increase female students' comfort and 
engagement with their studies, and thereby would produce more 
confident, active and effective learning. 

Specifically, it was hypothesised that feminist pedagogy 
would improve: 
HI: women's self-esteem 

H2: women's interest in and liking for subject matter and 
attitude and commitment to higher education in general. 
H3: women's performance 

In the long term of students' educational careers, such a 
constellation of effects should in turn help to reduce the 
phenomenon of women's "abandonment*' of education, which is 
manifested in many forms such as dropping out of an individual 
course, transfer out of a programme or discipline ( usually to a 
more traditional area), and decision not to continue to the next 
level (for example, from CE6EP to university.) The ourrent 
project measured the short-term effect on one small pert of thim 
dropout phenomenon, namely the rates of withdrawal, in one 
semester, from the experimental end control classes under study. 
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•nd hypothesired . lower drop rate in th. .xp.ri.ent.l group., 

The element of students' desire and intention to continue their 
studies was also included in the quantitative data obtained by 
student questionnaires. 

The question of perfor.ance was involved in a rather subtle 
«ay. On one hand, .aking students .ore confident, cowittad and 
personally involved in their education would be expected to 
improve perfor.ance. both in long-ter. achieve.ent and possibly 
even by short-ter. criteria such as grades. On the other hand, in 
the present analysis the essential proble. of wo.en's educational 
pattern is not one of failure or low perfor.ance. but rather one 
of abandonment. I.proving their grades will thus not. of itself, 
help to solve this proble.. The present .tudy therefore co.parad 
final grades and failure rate, of experiaental .nd cor' «1 
groups, but considered the co.pari.on to be of .econdary 
i.portance. 

There was no for.al hypothesis regarding the effects of this 
pedagogy on .ale students. However, infor.ally it was expected 
that -any .ale students could experience si.ilar benefits, .ost 
especially if they belonged to socioecono.ically. ethnically, or 
otherwise aaiginalized groups. 

The participants were 20 teachers fro. Colleges Dawson. 
Edouard Montpetit. Mont.orency. and Vanier. who had each agreed 
to apply at least two of the proposed strategies in their 
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teaching for the semester H89. They had been selected to 
represent the disciplines of sociology, physics. Language and 
Literature (French and English), Conputer Science, and Early 

Childhooc' Education. 

He shall refer to these participating teachers as 
experimental teachers", and to those student groups who were 
exposed to the feminist pedagogical strategies as " experimental 
groups." Most of the experimental teachers also taught another 
class section, called a "CI control", in which the feminist 
strategies were not used. Furthermore, in most cases there was a 
second kind of control group, referred to as "CO controls", 
taught by different teachers and using convent ionnl pedagogy. 

The professional programs posed a special challenge 
regarding control factors. Hot only are they often very small, 
thus providing a smaller field of potential participants, but in 
a given semester most courses are offered in only one section per 
CEGEP ( sometimes even per city ). In such cases CI controls 
were by definition not possible. Because of both its societal 
i.portance and its particular pedagogical features, we felt that 
it was essential to include the professional stream in our 
research, and succeeded in arranging for CO control groups in 
other CEGEfB. 

All controls were carefully matched to the experimental 
groups for course and student population, usually within the same 
CEGEP. In the case^ where the course number itself was not the 
same, the groups were matchec^ for discipline, course level. 
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content area, and type of student. < Exanples of thf latter iRere 
first-year versus second-year students, regular stress versus 
remedial, and students vho had chosen their concentration in this 
discipline versus those just taking an obligatory course.) 

The chart on the fol loving pages gives the breakdoim cf 
disciplines, seth^ds tested, and control groups. 



Figure 1. Breakdown of participants by discipline and strategies 



DISCIPLIMB 



Language 

and Literature 



Sociology 



Computer Science 



Early childhood 
c^.re 



TSACHBR 

LL 1 
LL 2 

LL 3 

LL 4 

LL 5 

LL6 
LL7 

LL8 
SOC 1 
SOC 2 
SOC 3 
CS 1 
CS 2 
ECC 1 



METHODS TESTED IM 
BXPBRIHBMTAL GROUP 

Verbal self-disclosure; Journals. 

Self disclosure in responding to 
writing; peer support dyads in 
and out of class. 

Verbal self-disclos*^re; peer support 
dyads in and out of class; collective 
class log; collaborative course unit. 

Peer support dyads in and out of 
class; five-minute free writes; 
question and answer box. 

Verbal self-disclosure; self 
disclosure in responding to writing; 
journals. 

Verbal self-disclosure* peer support 
dyads in class; five-ml.iute free writes. 

Verbal self-disclosure; self-disclosure 
in responding to writing; five-minute free 
writes; collaborative course units. 

Verbal self-disclosure; peer support 
dyads in class; journals. 

Peer support dyads in and out of 
class; five-minute free writes. 

Peer support dyads in class; five-minute 
free writes. 

Verbal self-disclosure; peer support 
dyads In class; five-minute writes. 

Peer support triads in lab; question 
and answer box. 

Peer support dyads In and out of class; 
five-minute free writes. 



Verbal self-disclosure; self-disclosure 
in responding to writing; peer support dyads 
in and out of class; question and answer box. 
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CONTROL 

CI and CO 
CI and CO 

CI and CO 

CI and CO 

CI and CO 

CI 

CI and CO 

CI and CO 
CI 
01 
CI 

CI and CO 
CO 
CO 
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DISCIPLIMB TBAUIBR METHODS TBSTID IM CONTROL 

BXPBRIMBMTAL GROUP 

ECC 2 Peer support triads in class; five-ninute CO 
free writes. 

ECC 3 Peer support dyads in and out of class; CI 
collective class log. 

Physics PHYS 1 Verbal self-disclosure; peer support dyads in CO 

lab time; question and answer box. 

PHYS 2 Verbal self-disclosure; peer support CO 
dyads in class; question and answer box. 

PHYS 3 Verbal self-disclosure; peer support CO 
dyads in lab time; question and answer box. 

PHYS 4 Self-disclosure in responding to writing; CI and CO 
peer support dyads outside of class; five- 
minute free writes. 
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E. Quantitative AgReagaent 

The following quantitative neasures were used: 
For each student (experimental and control): 

— Coopersnith scores {six Bcales, pre- and post* 
experiment) 

— Final grade in the course; 

— School Attitude and CouitBent Questionnaire 
(pre-and post-experiment ); 

For each class section (experimental and control): 

— Percentage of dropouts; 

— Percentage of failures. 

The original proposal to measure attendance rates proved 
undesirable for a number of reasons, including the feeling of 
some teachers that, at the college level, taking attendance in 
itself had a negative effect on class atmosphere. 

There was considerable investigation of suitable instruments 
to measure students" self-esteem and attitudes. For self-esteem, 
we chose the Coopersmith Self-esteem Inventory (Coopersmith, 
1981) as the best available for our purpose. This is a 
standardized psychological test, widely used and thoroughly 
reviewed in the literature. It was also important that it was 
available both in English and in French (Coopersmith, 1984.) The 
CEGEP student population falls within the age ranges of both the 
adult and the school versions of the Coopersmith. He opted for 
the school version because it had been more extensively validated 
(on several thousand subjects), is more appropriate to the 
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concerns of students, and contains a subscale for acadenio self- 
esteem. The other subscales are the Social self (Peers), the 
Hoae (Parents), the General self, the Short and the Lie scales. 

Final grades, failure rates, and tvo kinds of dropout rates 
were collected for all groups. The first definition of dropout 
rate vas the percentage of official withdrawals (AB) as recorded 
in the final grade sheets. This aethod of calculation had two 
advantages: First, it was consistent across all teachers and 
CEGEPs involved. Secondly, it was based on registration lists as 
updated after the course change period, and thus largely avoided 
including the **phantoa** students who disappear froa a class 
section in the very first few days of the sesester, before they 
could really have been affected by a particular pedagogical 
nethod. This first calculation will be referred to as the **AB 
rate." 

However, a certain nuaber of students drop out of courses at 
various times in the sesester without ever going through the 
official withdrawal procedure. Depending on the teacher, the 
prograiUDe, aiid tne circuastances, such a student's foraal record 
nay show a grade of zero, a blank, an "^Incomplete** , and so on. 
Although there are many reasons involved, most cases are bound up 
with problems of eh^ence, discouragement, or lack of interest and 
moti/ation, and as such are connected to the generalised **drop'* 
phenomenon we wished to examine. Thus we defined this group as a 
special category called ""Miscellaneous Disappearances**, and 
produced separate statistics for the **HD rate.** 
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For related reasons we felt, as many teachers do, that the 
MD"s should not be counted as failures nor included in the 
airerage grade of a class or group. Thus failures were defined as 
grades from 1 to 59, and class averages calculated using grades 
froB 1 to 100. 

The remaining elements to be Measured were interest in, 
liking for, and coBBitsent to subject area and to higher 
education in general. For this purpose a nevi questionnaire vas 

designed, after extensive search had suggested that no 

t 

appitopriate standardized tests existed. We had consulted several 
senbers of the HcGill Faculty of Education, tuo psychologists, 
several other researchers in ar^as related to our omi. H^lene 
Lavoi^ of ?DGEC, and a consultant specializing in educational 
research. A large nunber of tects had been considered, including 
the School Motivation Analysis Test (Krug, Cattell, and Sweney, 
1970) ard instruments used by the Quebec Ministry of Education, 
and by Catherine Gilbert and Diane Bateman of Champlain College. 
The conclusio^ of these investigations was that no available 
instrument was appropriate to the age of our population, the 
range of disciplines under study, and the precise features we 
wished to measure. 

Thus the decision was made to construct a questionnaire very 
specifically addressing the needs of the present research, and 
drawing in part upon the other tests we had examined. This will 
be referred to as the SACQ (School Attitude and Commitment 
Questionnaire), and is included in Appendix 9. As recommended by 
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our statistician, this questionnaire has a binary scale in order 
to allow eeaningful statistical analysis. The identification of 
discipline/prograiSffle was varied according to the student group 
involved. Both French and English versions of the SACQ were pre- 
tested in December 1988, on a separate sample of CE6BP students 
in science and social science programs « and yielded an acceptable 
distribution of responses . 

A fundamental part of the experimental design was the 
comparison of each student's *'pre-test" and "post-test**, that is, 
his/her Coopersmith and SACQ scores before and after the course. 
In order to have pre-test scores unaffected by the pedagogy to be 
tested « the pre-tests were administered at the beginning of the 
first class period, even before the teacher began to describe the 
course. This naturally entailed some reduction in the size of the 
s&mple studied, since there is considerable shifting of students 
into and out of any particular course section in the first week 
of the semester. However, it r%as considered essential that the 
pre-test provide unbiased baseline values. 

The factors of interest in this experiment were the 
intervention itself (i.e. feminist pedagogy versus control 
group), the sex of the student, and the discipline or subject 
area. 

Analyses of variance were used to examine the effects of 
these factors on each quantitative measure, as well as possible 
interactions among them. Details of the statistical analysis are 
given in Chapter IV. 
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F. Sournes of Quali tgtivg Dutn 

Qualitatiye infornation was used to coapleaent and help 
interpret the quantitative data, both to test the hypotheses and 
to illuninate more fully the pedagogical process involved. This 
infornation wes gathered from interviews of participating 
teachers, froB teachers' written records, and froa a variety of 
material written by the students. 

In-depth interviews were conducted with all experimental 
teachers at the end of the semester . Each teacher was asked to 
describe and evaluate the ways in which the feminist strategies 
were used throughout his/her course, the students' reactions, 
possible gender-related patterns, practical difficulties, 
positive and negative effects. Particular emphasis was placed on 
class atmosphere and interactions, and on the Qumftity of student 
learning, which is a deeper and more complex phenomenon than can 
be entirely represented by a numerical grade. The interview 
schedule, included in Appendix 10, served as a Aexible framework 
in which to hear teachers" observations and comments. 

The interviews were supplemented by written records of 
several kinds. All experimental teachers had been supplied with 
tally sheets on which to record, week by week, uxactly how each 
method was applied and the teachers' own comments on the effects. 
Appendices 11 -16 contain the various kinds of tally sheets which 
we supplied. Many teachers went beyond the basic recording and 
gave us extensive comments, as well as samples of assignments and 
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printed saterials they had given out to their classes. Many also 
provided sasples of students' written work produced as part of 
the nethods under study, such as interesting journal entries, 
questions submitted to the Question and Answer Box, and copies of 
the collective class logs. At our suggestion, a nunber of 
teachers invited written evaluation by the students of certain 
strategies, and provided copies to the research team. 

Finally, a few open-ended questions, to be answered in 
students' own words, were added to the questionnaires cospleted 
by all students (experimental and control) a the end of the 
course. 

From all this descriptive material there emerged a portrait 
of what was happening in these classes, in a dynamic way which 
could not be conveyed by numbers alone. This picture formed an 
invaluable background against which quantitative data could 
meaningfully be interpreted, as well as providing insights into 
teaching and learning process which can be used to enrich and 
improve the pedagogy for future practitioners. 

6. Su pplementar-y Diseretc Pitta 

Along with the pre-test questionnaires, extra information 
was also gathered about a number of features of the sample 
population on which we might wish to do other analyses at some 
future date. 

For example, it could be interesting sometime to consider 
the role of teacher gender in the effectiveness of this pedagogy. 
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or the question of whether ethnic background or socioecononic 
group could be an additional factor in the effects of student 
gender. Since the data nas stored and identified by student 
nusber, there vas also the possibility, in a future research 
project, of tracking sose of this student sasple over several 
years. 

Thus for each student se have saintained a record including, 
asong other things, age, previous academic average, ethnic group. 
Bother's and father's occupations ( as indicators of 
socioecononic group), teacher and sethods tested in the present 
study, and language of CEGEP instruction. 



IV. QUANTITATIVE DATA AND ANALYSES 



A. Preliminary Information 

In order to permit more powerful kinds of analysis, we 
decidedf first, that whenever possible, data would be gathered as 
individual student records rather than aggregate group statistics 
such as class averages or rates; and secondly, that each 
measurement would be made at the beginning and end of the 
semester wherever it was meaningful to do so. Thus for the 
Coopersmith and 5AC0 scores, the main analyses were carried out 
on the change in score, from pre-test to post-test, for each 
student. 

This necessarily involved restricting the analysis to those 
students who wrote both the pre-test and the post-test. Thus the 
sample was considerably reduced by the combined effects of 
students' errors in writing their student numbers, individual 
students' absence from class on the day of testing, and the 
normal shifting of students in and out of particular course 
sections. 

There was further reduction of the sample due to the 
withdrawal from the study of three experimental teachers and 
several CO control teachers. Finally there were approximately 
thirty students who appeared in more than one class within the 
study. Their records were removed from one group or the other, 
both in order to have disjoint group populations for statistical 
analysis and to ensure that stude. its being exposed to the 
experimental treatment in one course were not being included as 
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controls in another course. 

The original pre-test of the Coopersmith and SACQ was 
completed by 1755 students and the post-test by 1203. The final 
group, on which all subsequent analysis of these tests was done« 
contained 943 Batched and complete student records. Thus the 
cosbined effect of all the above factors was to reduce the 
original sample but to render it more reliable for tracking and 
analysis . 

The data on grades and dropouts was gathered for every 
student appearing in the official class lists at the moment when 
final grades were submitted. This will be referred to as the 
"grade sheet population" and contained 1646 students. ' It was of 
course not practical to require that this group of records 
matched with both pre- and post-tests, since doing so would 
automatically eliminate the students who had dropped out. Rather 
the analysis for class averages, dropout rates and failure rates 
was carried out separately using the grade sheet population. 
Analyses for the factors of experimental treatment and discipline 
were done on the full 1646 records. 

To do analyses involving sex required that the student 
number be matched with the pre-test records to obtain the gender 
information. Approximately one third of the records (561) could 
not be so matched, because students had not been present to write 
the pre-test or had errors in their student numbers. Since most 
of these difficulties had involved non-Vanier students, the 
decision was made to examine a subpopulation consisting of Vanier 
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students for fvhon gender infornation vas available. This group 
of 922 students was used as the basis for all grade related 
analyses involving sex. We also performed the other analyses, by 
experinental treataent and topic, again on this subpopulation in 
order to trace particular effects through higher dimensions of 
analysis. 

For practical reasons the full results of the statistical 
analyses, which run to hundreds of pages of coaputer listings, 
are not appended to the present report. However, this data is 
available on request. 

The following codes and terns will be used in the discussion 
which follows and in the accoapanying tables: 

— The change in value fros pre-test to post-test is denoted in 
the tables by "DELT" when it is not referred to as changes. 

— The factors of discipline (subject area), sex and 
experinental treataent status are represented in the tables 
by the terns TOPIC, SEX AND EXPTYP respectively. 
Experinental states have the symbols EX for experinental; CI 
(control group taught by experinental teacher); and CO 
(control group taught by a different teacher). The nana of 
each discipline is abbreviated to its first three letters. 

— The scales of the Coopersnith Self-esteen Inventory are 
abbreviated as GEN for General self-esteen, SOC for 
Social/Peers, H for Hone/Parents, SCH for School/Academic, L 
for Lie scale, and SHORT for the Short score. Thus for 
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exanple DELTGEH denotes the change. froB pre-test to post- 
test, in the General self-esteen score. 
—Questions of the SACQ are referred to by nunber. which for 
practical reasons begin at number fifty-nine. The average 
grade appears in the tables as HARK. 

B. CoODersBith SbI f- estew Tnyftntni-y 

Of the six Coopersnith scales, the ones of prinary interest 
in this experiment were the General scale (GBN), which is in a 
sense the overall test score, the Short (SHORT) and the School 
(SCH) scales. Analysis was carried out on each student's changes 
fron pre-test to post-test, in each of these scales. In this way 
the pre-test acted as an internal control for the post-test 
(paired analysis). 

First, however, preliminary analysis was carried out on the 
pre-test scores themselves to identify any important patterns 
within the sample population. These were the same kinds of 
analysis later performed on all the types of quantitative data, 
namely one- to three- dimensional analyses of variance with 
respect to the factors of experimental treatment, discipline and 
sex. 

Prg-test of thft CQOoeywifrh 

One-way analysis of the pre-test revealed significant 
effects by sex which appeared to confirm one of the premises of 
the present research, that is, that women students may have lower 
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self-confidence than men. Indeed, aal^ students scored higher 
than fesales on the General and Short scales, at the levels of 
p=.009 and p=.038 respectively. Tables 1 and 2 give the details. 

Table 1. 

Heans and counts of GENERAL SCORE by SEX 

F H 

19.10 19.87 p=.009 
( 570) ( 373) 

Table 2. 

Heans and counts of SHORT SCORE by SEX 

F H 

17.02 17.66 p=.038 

< 570) ( 373) 

Taking into account the topic and the sex factor, we had to drop 
the Early Childhood Care subgroup (only female students) in order 
to test third order interactions. The sane trend appeared in the 
three-way analysis, but was not significant there (p=.063 and 
p::.103). Ne Bust therefore infer that the sex effect was not 
valid. 

T^ere were highly significant effects by topic (discipline) 
on the General, Short and School scores. Partial results of the 
two-way analyses by topic and experisental state are shown in 
tables 3, 4, 5. 
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Table 3. 

Heans and counts of GENERAL SCORE by TOPIC 

PHY INF SOC SNG FRA BCC 

20.34 19.75 19.01 18.92 20.86 18.68 

( 188) ( 84) ( 144) < 358) ( 57) < 66) 



Table 4. 

Heans and counts of SHORT SCORE by TOPIC 

PHY INF SOC BNG FRA BCC 

18.22 17.27 16.72 16.65 19.44 16.56 

( 188) ( 84) ( 144) ( 358) ( 57) < 66) 



Table 5. 

Heans and counts of SCHOOL SCORE by TOPIC 

PHY INF SOC BNG FRA BCC 

4.87 4.30 4.37 4.35 4.96 4.92 

( 188) ( 84) ( 144) ( 358) ( 57) < 66) 



There we note that f ran9ais ^ ^d the highest aean on all three 
scales, and that Early Childhood Care had the lowest aeans on 
both the General and Short scsles, but was second highest on the 
School . 

No other significant results were found in the Cooperbmith 
pre-test, with the exception of one coaplex and not readily 
meaningful interaction of experiaental status and topic, which 
occurred for the first tiae in the three-way analysis. 

Pra-test to Pogt-tast Chantfea in the rnoparaul th 

There were no significant effects of experiwental treatment. 
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sex or discipline found in the one-way analyses of variance. 

In the two-way analysis by experimental treatsent and sex, 
two results emerged: First, there was an effect by sex on the 
**Hoiie/Parents'* H scale, with sales showing a sore negative change 
and females a positive one, as seen in Table 6. The effect was 
significant (p=.04). 

Table 6. 

Heans and counts of CHANGES IN HOME SCALE by SEX 

F H 

+.08 -.16 P3.04 

( 547) ( 355) 

Although not bearing on our hypotheses, this is a rather 
interesting result, more readily interpreted by examining the 
specific questions on the Coopersmith which are scored for this 
scale. Host of them, in fact, ask for the student's perception 
of how parents or family treat him/her (for example: "Hy parents 
usually consider ay feelings."). It seems reasonable to suppose 
that for sales of college age, seeking greater independence and 
also experiencing an increase in parental pressure to succeed 
academically, the space of one semester might be enough to 
register some movement towards dissatisfaction with their 
families. 

Secondly there was an interaction of experimental treatment 
and sex on the Lie scale, again not highly significant (p=.041). 
As seen in Table 7, female experimental subjects showed the 



<^ Jl 



70 

greatest decrease in Lie score (froB pre-test to post-test), 
vhile sale CI controls and fesale CO controls showed the greatest 
increase . 



Table 7. 

Means and counts of CHANGES IH LIE SCALE by SEX and EXPTTP 



SEX 

EXPTYP 



CO ^.25 4.04 

( 168) ( 98) 

CI -.15 +.26 p=.041 

( 141) < 98) 

EX - . 19 + . 09 

( 238) ( 161) 



Since the Coopersnith lie scale is designed to de\.ect prisarily 
false positive (high self-esteem) responses, it is tempting to 
speculate that feminist pedagogy could have Bade females slightly 
less afraid of icknowledging negative truths. However, in view 
of the relatively low significance and the lack of visible 
pattern clearly distinguishing experimentals from both types of 
controls, it seems safer to treat this result with suspicion 
unless it can be replicated. 

Contrary to the formal hypothesis for the experiment, there 
were no other significant effects or interactions revealed by the 
remaining two- and three- way analyses of variance. 

Close examination of the Lie scale effect and certain other 
sets of means led us to question whether the CI and CO controls 
were in fact showing equivalent results. To test this query, the 
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full series of analyses were run twice again using pairs of 
experinental states rather than all three states. The first such 
coBparison was between CI and CO controls, and tended to indicate 
that these two groups were equivalent, except for a sex related 
interaction on the Lie scale. The second involved the 
experimental and CI groups, and found basically I'O sifTnificant 
difference, except for a factor effect of sex on Lie scale 
similar to the one seen in the original series. 

Sone preliminary discussion of these largely null results 
appears in Section E. 

C. School Attitude rna^i t.Mf>ni-. Questionnaire 

The complete SACQ, consisting of 28 questions, may be found 
in Appendix 9. The questions were conceived in groups, each 
intended to measure a particular feature. One important group, 
including questions 60, 64, 71, 72, 78, 86 addresses liking for 
and interest in a disciplinej, and i& epitomized by question 82: 
"<Name of discipline> is an interesting subject." Questions 76 
"I probably will go on wi^h my education to the end of Cegep*" and 
59, 62, 69, 70 and 77 are concerned with the student'^ desire and 
intention to complete at least the educational level she/he is 
presently attendins[. Questions such as 79: ""I really want to 
continue my education and obtain a bachelor's degree*', C6, 73 and 
83 are intended to measure varying degrees of commitment and 
desire to continue to higher levels in the educations] system. 

The most striking feature of the SACQ data was that topic 
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(discipline) had strong r fects, alnost all of which continued to 
be seen even in the two- and three- way analyses, that is, even 
when the other factors of sejc and experimental treatment had been 
taken into account. In fact, !nany of the seemingly significant 
effects of the other two factors were revea?ved by the higher- 
dimensional analyses to be only the hidden effects of topic. 
This leads us to the other striking feature « which is the 
relatively small number of significant effects or interactions 
which appeared il all, and the even smaller number which touch on 
the experimental hypotheses. 

We now proceed to the detailed examination of the questions 
which elicited statistically significant results, beginning with 
those most closely related to ,.^a hypotheses. First, however, a 
word of caution: He will be examining the significance of each 
SACQ question separately, using the conventional criterion of "p" 
less than or equal to 0.05, "p" being the probability at which 
the null hypothesis, based on no differences between groups, will 
be accepted. Thus, given that we have run a large number of 
analyses upon 28 questions^ there is a possibility that some 
results may simply be attributable to the effects of chance. 

1. Effects Involving Experimental Treatment 

Three questions initially showed significant one-way effects 
by experimental status, and several more involved effects or 
interactions which appeared for the first time in the two-- or 
three-way analyses. However, most of these disappeared in the 
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three-way analysis, that is, when topic and sex were taken into 
account. Thus we deduce that in these cases the one*way effects 
did not represent valid phenosena but rather the results of 
confounding factors, often of topic. 

It should be noted that, except where specified otherwise, 
analysis by exper inental status refers to the three possible 
states: control 0 (CO), control 1 (CI), and exper iaental (Ex). 
Thus a significant effect involving exper iaental treatsent sisply 
meanf *^ at there were sons significantly non-random differences 
ajiong these ^.iree groups, not necessarily between exper isentrl 
and controls. 

Question 60: *'I usually enjoy ny classes in [naoe of 
discipline] . '* 

No level of analysis showed any significant factor effect by 
experinental status* nor any interaction involving erperiaen^^al 
status . 

In the two-way analysis by experiaental treatnent and 
discipline, there was a "main effect*' significant at .036. This 
effect meant that there were some signficant differences among 
the 18 subgroups (six topics by three treatments) but not 
attributable to either factor. The details are shown in table 8 
where we s^e that students of francais in both experimental and 
CI groups showed the greatest amount of movement toward agreeing 
with the question, while physics CI and Computer Science CO 
groups had moved furthest toward disagreeing. 
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Table 8. 

Heans and counts of CHAHGBS OH QUESTION 60 by EXPTYP and TOPIC 
(p=.036) 

TOPIC 

PHY INF SOC EN6 FRA ECC 

EXPTYP 

CO -.02 -.16 -.13 -.03 -.00 -.00 

( 50) ( 37) ( 30) ( 112) ( 18) < 12) 

CI -.17 -.00 +.08 +.07 +.21 -.00 

( 24) ( 15) ( 50) ( 108) ( 19) ( 20) 

EX -.02 -.14 +.02 -.02 +.28 -.03 

( 108) ( 22) ( 52) ( 119) ( 18) ( 32) 



On the whole, the table does not appear to suggest any intuitive 
interpretation as regards the consequences of experinental 
intervention as such. In any case, the effect disappt^ared in the 
three-way analysis. 

Question 64: "I was looking forward to taking this course." 

In one-way analysis, this question exhibited a significant 
f>ffect (p = .015) in which the experiBertal group was less 
inclined to agree with the question than the CI group. This 
effect can be seen in table 9. ^' 



Table 9. 

Means and counts of CHANGES ON QUESTION 64 by EXPTYP 



CO CI EX 

-.04 +.04 -.08 

< 249) ( 232) ( 388) p=.015 
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A sinilar effect remained (p = .020) when sex was taken into 
account. However, as soon as we controlled for discipline, in 
two- or three-way analysis, the effect of experimental treatment 
disappeared. Hence we infer that discipline played the role of a 
confounding factor, and that the effect of treatment was 
illusory. 

Question 75: "I feel that my courses are strongly connected to my 
life." 

There was a significant effect of treatment in the one-way 
analysis as shown in table 10. 
Table 10. 

Means and counts of CHANGES ON QUESTION 75 by EXPTYP 

CO CI EX 

-.ne +.03 -.07 

< 250> ( 232) ( 386) 

Here one sees that the experimental and CO groups look rather 
similar in their tendency to disagree with the question, while 
the CI group shows some nonsignificant movement toward agreement. 
This would have been quite a puzzling result were it not for the 
fact that the whole effect disappeared in higher level analyses 
where topic was taken int.) account. 

This question also showed a factor effect by topic 
(discipline) which will be discussed later. 

Question 78: "I enjoy watching T.V shows about subjects related 
to my [name of discipline] courses.** 
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This question exhibited a factor effect by experinental 
treatnent which was significant at the three levels of the 
analysis (p = .030 to .039). Here we see in Tabic Ua that the 
experinental group has Boved aost toward agreenent with the 
question. CO controls show Bost Boveaent toward agreeaent, while 
CI appears fairly siailar to the experiaental. The effect Bight 
be interpreted as support for our hypothesis (since experiBental 
are sore favourable than CO); or alternatively, as an effect of 
the individual teacher since the saBe teacher affects the 
experinental and the CI students. 

In the table lib, we can examine the interaction between sex 
and experimental treatment in which male experisental students 
and female CO students respond more favourably than female 
experimental students and male CO students. This is somewhat 
surprising in a pedagogical context originally designed to better 
serve the needs of female students; however, that males Bight 
also benefit is certainly not contradictory. Taking this 
interaction together with the effects of experiBental treatBent 
already discussed, it would sees reasonable to suggest that, 
over-all, experiBental students have benefitted, but Bales have 
benefitted Bore than feBales. To this Bust be added the caution 
that the interaction of sex and treatBent is at the borderline of 
the possible range for significance (p = .048) and so its 
interpretation is doubtful. 
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Table 11a. 

Heans and counts of CHANGES ON QUESTION 78 by EXPTYP 
BXPTYP 

CO CI EX 

-.05 +.05 +.06 

( 243) ( 217) ( 319) 



Table lib. 

Means and counts of CHANGES ON QUESTION 78 by BXPTYP and SEX 

SEX 

F H 

EXPTYP 

CO +.01 -.15 p=.048 

( 151) ( 92) 

CI +.08 +.04 

( 119) ( 98) 

EX +.02 +.10 

( I6b) ( 154) 



Question 63: "My prograane allows Be to take courses that 
interest ne." 

There were no significant factor effects at any level of 
analysis, and no interactions with discipline. 

However, there was a significant interaction of sex and 
experiaental treataent which becaae highly significant (p = .007) 
when topic was taken into account. Table 12 shows the Beans for 
this analysis. 
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Table 12. 

Means and counts of CHANGES ON QUESTION 63 by SEX and EXPTYP 

SEX 

F N 

EXPTYP 

CO - . 10 + . 04 

( 154) ( 83) 

CI 4.05 +.01 pr.007 

( 116) ( 88) 

EX -f.OS -.06 

( 163) ( 156) 



Female experiaental students and sale CO control students show 
the largest Bovenent toward a^reenent with the question, while 
Bale experiBental and feaale CO students have aoved strongly 
toward disagreeaent . This result tends to support our hypothesis 
that experiaental intervention should iaprove feaale students' 
attitudes toward their education. 

Question 73: "I probably w 11 go on with ay education to a 
Master's degree." 

Mo effects or interactions appeared in the one-way and two- 
way analysis. In the three-way analysis there was an interaction 
(p = .011) between discipline and experiaental Bti\e, shown in 
table 13. 
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Table 13. 

Means and counts of CHANGES OK QUESTION 73 by TOPIC and EXPTYP 
(P=.0ll) 

TOPIC 







PHY 




INF 




soc 




BN6 




FRA 


EXPTYP 






















CO 




+ .12 




-.24 




-.06 




-.00 




-.18 




< 


51) 


< 


37) 


< 


32) 


< 


111) 


< 


17) 


CI 




+ .09 




-.13 




+ .02 




-.08 




-.11 




< 


23) 


< 


15) 


< 


51) 


< 


107) 


< 


19> 


EX 




-.05 




+ .14 




-.02 




-.03 




-.no 




< 


108) 


< 


21) 


< 


51) 


< 


119) 


< 


20) 



Three of the disciplines appear to have results distinguishing 
I the experimental group fros both the CI and CO groups. In 

I francais and sora strongly in Cosputer Science, experimental 

students show no change or novenent toirard agreeaent vith the 
question » while controls have Boved substantially toward 
disagreement. In physics this pattern is reversed. In English and 
I sociology there were no real tendencies. The fact that these 

I results appear to distinguish the experimental group from both CI 

and CO groups tends to indicate that the intervention has had 
some effect, and only in physics is the tendency in the 
"undesired" direction. 

I Question 6/: "It is good that all CB6EP students take courses in 

[name of discipline].** and 
I Question 77: "I see CECBP as necessary if I am going to do the 

work that I want to do.** 

I r • - 

I eric 
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For these tvo questions, significant res: Its involving 
eiitperinental states appeared only in the three-nay analysis and 
were not really of interest. The foraer showed virtually 
uninterpretable three-way interaction (p = .008), and the latter 
a two-way interaction of topic and experimental state at p=^.045, 
which was borderline and of doubtful meaning. 

2. Effects of Sex 

There were no significant factor effects by sex on any 
questions in the SACQ, but th^^re were several significant 
interactions of sex with other factors. 

Questions 63 and 78 showed significant interactions of sex 
with experimental treatment which have already been discussed. 
The three-way interaction observed in question 67 is practically 
uninterpretable and may in fact be random. 

Question 73: 'I probably will go on with my education to a 
master's degree.** 

In addition to the discipline and treatment interaction 
already discussed, this question showed an interaction of sex 
with discipline, significant at .001, shown in table 14. 
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Table 14. 

Means and counts of CHANGES ON QUESTION 73 by TOPIC and SEX 



(P=.001) 

TOPIC 



SEX 



PHY IMF SOC EN6 FRA 



F -.03 4.04 -.03 4.02 -.20 

( 87) ( 27) ( 98) ( 193) ( 30) 

M 4.06 -.20 4.03 -.11 4.04 

( 95) ( 46) ( 36) ( 144) ( 26) 



One can see a mirror inage behaviour of Coaputer Science, where 
Bale students noved strongly tonard disagreenent ( i.e. toward 
NOT continuing to a Master's degree) and francais, where females 
did so. English appeared to fullow to a lesser extent the same 
pattern as Computer Science, while physics and sociology 
displayed no visible tendencies. 

Question 85: "A woman would have a lot of trouble making a career 
in a field related to [name of discipline]." 

There was an interaction of sex with discipline (p = .014) 
revealed by the three-way analysis. Table 15 shows the means. 

Table 15. 

Means and counts of CHANGES ON QUESTION 85 by TOPIC and SEX 
TOPIC 







PHY 




IMF 




SOC 




EN6 




FRA 


F 




4.06 




4.03 




-.02 




4.01 




-.04 




( 


84) 


( 


29) 


( 


92) 


( 


188) 


( 


27) 


M 




4.01 




4.02 




-.03 
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Several features can be seen in the table. One is that no groups 
seem to have moved strongly toward disagreement with the 
question. Another is the interaction itself. In English, and 
especially in fran^ais, males tended more toward agreement (i.e. 
toward believing women would have difficulty) than the females. 
In physics, it was the women who tended more toward agreement, 
while sociology and Computer Science showed no clear tendency. It 
is difficult to make strong inferences based on this single 
question; however, it is interesting that it is the women who 
appear to be more sensitive to the particular problems faced by 
women in non-traditional areas. 

3. Effects of Discipline 

There are six questions which elicit significant factor 
effects by d^scipl^ne, and-' only in one (Question 69) does the 
effect disappear in higher analyses. The remaining five questions 
are as follows (probabilities given are for factor effect in the 
three-way analysis): 

Question 60:(p = .048) *'I usually enjoy my courses in [name of 
discipline] . " 

Question 62: (p = .001) "I feel prepared to take further courses 
in [name of discipline]." 

Question 70: (p =: .028) *'In general, I like being in CS6BP." 
Question 75: (p = .016) *'I feel that my courses are strongly 
connected to my life.*' 
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Question 81: (p = .039) "I think that [name of discipline] is a 
hard subject to learn." 



The values are shown in Tables 16 to 20. 



Table 16. 

Heans and counts of CHANGES ON QUESTION 60 bj TOPIC 
TOPIC 

PHY INF SOC EN6 FRA 

-.04 -.12 +.01 +.01 +.16 

( 182) ( 74) ( 132) ( 337) ( 55) 



Table 17. 

Heans ard counts of CHANGES ON QUESTION 62 by TOPIC 
TOPIC 

PHY INF SOC EN6 VRA 

-.10 +.07 +.14 +.05 -.11 

( 182) ( 74) ( 132) ( 337) ( 55) 



Table 18. 

Means and counts of CHANGES ON QUESTION 70 by TOPIC 
TOPIC 

PHY INF SOC EN6 FRA 

-.00 +.11 -.03 -.04 -.07 

( 182) ( 73) ( 134) ( 337) ( 56) 



Table 19. 

Heans and count, of CHANGES ON QUESTION 75 by TOPIC 
TOPIC 

PHY INF SOC ENG FRA 

-.13 -.06 -.01 -.00 -.24 

( 182) ( 77) ( 136) ( 329) ( 55y 



84 

Table 20. 

Means and counts of CHANGES ON QUESTION 81 by TOPIC 
TOPIC 

PHY INF see BNG FRA 

+ .08 -.03 -.15 -.05 -.02 

( 178) ( 73) ( 12C> ( 330) ( 55) 

There do not appear to be any consistent patterns in the way 
students of a given discipline respond to the different 
questions^ with the exception of physics students who appear 
generally to have fairly negative attitudes toward their courses 
and une discipline. It is interesting that no group agreed that 
their courses were connected to their lives (Question 75). 

Interactions between discipline and other factors have been 
discussed earlier in this section. The effects and inreractions 
involving discipline are the aost nunerous of the statistically 
significant results observed. Although there are a fvsw 
interesting features here, they are often not readily 
interpretable and in general they appear to have little bearing 
upon the experimental hypotheses. 

To sunnarize the SACQ data as a whole: There were a few 
questions which showed significant results that could be 
interpreted » acre or less cautiously » as lending support to our 
premises or hypotheses. A few others yielded mora aixed results 
or were simply difficult to interpret. However we did not 
observe very nany significant differences which unambiguously 
supported or even addressed the hypotheses. Nor did there appear 
to be any obvious patterns of response within groups of questions 
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which seemed to be closely related in content, such as the 
clusters of questions around which the SACQ had been constructed. 
The most noticeable effects tended to be related to discipline 
rather than to experiaental intervention. 

D. GrgdcSp Drop^out g snd F^ilnfi^ Rmtes 

These three indices are here discussed together because sose 
particularities of the analysis are couon to all three. 
Horeover, as discussed later in this section, they are acre 
meaningfully interpreted when confjidered in conjunction with each 
other. 

In all two-way and three-way analyses, we eliainated the CO 
group from the population and compared only experimental and CI. 
This was considered more appropriate given the substantial 
differences in grading from one teacher to another. 
1. Average Grades 

In one-way analysis on the large population (1646), there 
was a significant effect (p = .0238) by experimental status. As 
table 21 shows, the CI group had the highest mean and the 
experimental group the lowest. 

Table 21. 

Means and counts of MARK by EXPTTP 
EXPTYP 

CI KX 

72.19 71.88 
( 282) ( 393) p=.0238 
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This effect re-appeared <p = .000) in the two-way analysis by 
treatnent and topic. There was also a strong effect by topic 
itself (p = .000), and a strong interaction of experinental state 
with topic (p = .004). The tendency by topic can be seen fros 
table 22, but only the pair sociology and Conpnter Science, 
showed a significant difference. 

Table 22. 

Heans and counts of HARK by TOPIC 
TOPIC 

PHY IHF SOC KNG 

75.13 73.40 70.95 68.79 

( 116) ( 75) ( 130) ( 286) 

However, it is iaportant to note that the effect of treatnent did 
not appear (p becones .865) when we were able to take sex into 
account by re-running the analysis on the sub-population of 922 
Vanier students. 

Similarly, the effect of topic on average grade was 
substantially different in the subpopulation, as shown in table 
23. 

Table 23. 

Means and counts of NARK by TOPIC in sub-population 
TOPIC 

PHY INF SOC ENG 

72.43 75.61 70.95 70.14 

( 143) ( 122) ( 130) < 437) 
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These large changes in statistical patterns were aaong the 
features which led us to question the consistency of grades as a 
measuring d<,'vice across different colleges and teachers. This 
issue is discussed further below. 

There was also a highly significant effect (p = .000) by sex 
on grades, with the women's aver&\ge (73.95) being higher than the 
■en's (69.63). This is not surprising since much research 
suggests that, in general, women's grades are at least as high as 
men ' s . 

Finally, the data on grades showed a surprisingly 
significant interaction (.000) between sex and topic, where table 
24 shows women students receiving much higher grades than men in 
Snglish and sociology, slightly higher than men in physics, and 
substantially lower than men in Computer Science. 

Table 24. 

Means and counts of HARK by TOPIC and SEX 



(p=.000) 
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PHY 



INF 



SOC 



EN6 



SEX 



F 



( 



74.43 
51) ( 



70.53 
32) ( 



73.70 
93) ( 



72.35 
138) 



H 



( 



75.88 
65) ( 



75.53 
43) ( 



64.03 
37) ( 



65.47 
148) 



This division along the lines of traditional disciplines is 
interesting; however, because this result did not involve the 
factor of experimental intervention, it tells us little about the 
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Among other features of these tables, the figures for francais 
are very revealing. He took the exceptionally high HD rate in 
this discipline, in conjunction with a zero failure rate, as a 
particularly clear aanif estation of what aay in fact be a auch 
Bore generalized problem with the use of such indices as average 
grades, failure rates, and drop rates. Our examination of various 
patterns in the data suggests that these indices may be very much 
affected by the inconsistencies among different colleges, 
disciplines, and teachers in practices of handling of 
unsuccessful or absentee students. Whether such students recei\e 
grades of 0, 4Z or 30Z, whether they are given a 55Z or a 60Z, or 
whether they are given a status of incomplete, can have important 
effects upon the class average as well as upon the failure and 
drop rates. 

It was a^. awareness of precisely this problem which had led 
us to define the **Hiscellaneous Disappearances*' category, to 
examine it, and to exclude it from the other indices. However, 
the data suggests that this provision did not carry the reasoning 
far enough and that the problem involves not only differences in 
recording but also major differences in the way students are 
actually treated. Hence, the quantitative data in the present 
section tends to mirror these differences in practice, rather 
than to constitute a consistent instrument responding to 
experimental treatment or sex. Thus, in the discussion of the 
remaining results for grades, failures and drop rates, we are for 
the moment assuming that these inconsistencies are distributed 
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randonly across all the groups, although this Bay likely not be 
the case . 

Beginning first with the effects and interactions involving 
experinental treatnent: Treataent had no significant factor 
effect on any of the three rates, at any level of analysis. 

Two-way analysis of Ab rate by sex and treatsent showed a 

significant interaction (p = .025). 



Table 27. 

AB RATE by SEX and BXPTYP 



SEX 

EXPTYP 



CI .01 .08 

( 166) ( 129) p=.025 

EX .02 .03 

( 224) ( 181) 



In table 27, we see that nale CI students had a nuch higher AB 
rate than sale experinental students, while anong fesales the 
experinental rate was sightly greater than the CI rate. However, 
the interaction becaiie non-significant in the three-way analysis, 
and we deduce that it was caused by sose confounding factor. 

There was, however, a significant (p = .002) interaction of 
experimental type with topic in the two-way analysis of failure 
rates, as shown in table 28. 
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Table 2B. 

FAILURE RATE by TOPIC and BXPTYF 



(p=.002; 

TOPIC 

EXPTYP 



PHT IKF SOC BN6 ECC 



01 .00 .10 .05 .12 .03 

( 38) ( 29) ( 107) ( 273) ( 34) 

EX .04 .06 .07 .08 .24 

( 126) ( 70) ( 136) ( 196) ( 80) 



The interaction again appears with sinilar tendencies and is 
significant at .018, in the three-way analysis. 

The MD rate showed no significant interaction or effects 
involving treatment or sex. 

There was a highly significant effect by sex on failure 
rates at all three levels of analysis (p = .000 to .009). Woaen's 
nean failure rate (.0505) was nuch lower than sen's (.1259). I'lis 
is congruent with the results, described earlier for wonen's 
grades . 

The three-way analysis for failure rates also shows an 
interaction of sex and topic. Table 29 shows the values. 



Table 29. 

FAILURE RATE by TOPIC and SEX 



SEX 



TOPIC 

PHT IMF SOC EN6 

F .08 .03 .04 .07 

( 51) ( 32) < 96) ( 143) 

H .02 .10 .16 .15 

< 65) ( 50) ( 38) ( 157) 
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As «e see from the table, the division by sex tends to follow the 
pattern of science versus non-science, in the sense that wonen 
have a higher failure rate than nen in physics, and lower than 
men in sociology and English. 

In one-way analysis of AB rate there was a significant 
effect by sex <p = .0292), in which wonen 's Bean of .0234 was 
lower than nen's (.0494). This effect was also significant 
(p = .021) in two-way analysis by sox and treatnent, but 
disappeereJ in the three-way analysis which took topic into 
account. 

Thus we infer that the effect by sex on AB's was not valid. 
In view of the strong effect of topic observed earlier, topic is 
readily identified as the confounding factor. 

AB rates also showed a significant (p = .022) interaction of 
sex with topic in the three-way analysis. 

Table 30. 

AB RATE by TOPIC and SEX 
(P=.022) 

TOPIC 
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However, as table 30 shovs, the actual differences between sexes 
were close to zero in all but one case. In Coaputer Science the 
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male AB rate was much higher than the feaale. 

Lastly, He exanine the effects of topic in the nulti-way 
analyses. Three-vay analysis of the AB rate confirned a 
significant factor effect by topic <p = .016). Computer Science 
had the highest AB rate (.09) and physics the lowest (.000). 

The strong effect of topic on HD rate in one-and two-way 
analys'^s became non-significant in the three-way. It will be 
recalled from table 28 that only three disciplines had non^-sero 
MD rates and one of these is ECC which cannot be included in 
three-^ay analyses. 

Finally, the factor effect of topic on failure rate became 
non-significant in the three-way analysis. 

In summary, there were very few consistently significant 
effects in this section which were readily interpretable, and 
none which gave very direct evidence on the impact of the 
experimental interventions. 

E. PRELIMIHARY DISCUSSION QF RESULTS 

On the whole the quantitative results do not provide any 
striking support for, nor opposition to, the hypotheses of the 
project. This null result, then, forces us to question the 
sensitivity of the instruments which have been used with respect 
to the effects to be measured. It would appear that, as foreseen 
at the outset of this project, a one-semester intervention in 
just one of a student's six courses may indeed produce effects 
upon the Ftudent but which are too small and subtle to be 
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aeasured by a large-scale instrunent such as the Coopersiiith 
Self-esteem Inventory. 

In seeking to understand the nixed results » particularly on 
the SACQ, it nay also be useful to renenber that at the college 
level students nay not think in teras of a "discipline", which 
■ay still be an abstraction to them. Therefore even if they have 
experienced a change in attitude, they may attribute it to the 
Bost directly visible source, that is, to the particular course 
or teacher rather than the discipline. Hence faced with 
questions intended to measure interest in discipline, they 
respond more to the concrete details of the question. In terms of 
this argument, it is an interesting fact that the questions which 
elicited significant effects are almost all about a specific 
subject and the present or short-term future, as opposed to 
general educational or long-term intentions. 

All of this suggests that in the space of one semester a 
student will normally not immediately and consciously change 
her/his attitudes toward large abstract entities, but may be in 
the process of building up and modifying such attitudes, a small 
piece at a time, out of specific immediate experiences such as a 
particular cour&e, teacher or classrooom practice. There is a 
tentative but suggestive trend in the data which may support thir 
approach to its interpretation. In the Coopersmith Self-esteem 
Inventory which is concerned with the general construct of self- 
esteem, virtually no change was detected which could be 
attributable to any of the factors. In the SACQ, which is 
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concerned with attitudes and intentions related to school « to the 
extent that anything significant was found it was strongly 
involved with topic. The Barks, dropouts and failures which 
record actual concrete behaviors were also heavily affected by 
topic, but this was the first place that we began to see such 
effect by individual student attributes such as sex. The patterns 
we did see there tended to be confused by the difficulties 
underlying these particular aeasures. However, this trend does 
hint at the potential usefulness of focussing on acre concrete, 
snail-scale and specific features for quantita«:ive neasuresent. 



Chapter V. ANALYSIS OF POST-TBST IITIRVIIIfS AMD TIACHIIIO RICORDS 

At the conclusion of the experinent, each of the 
participating teachers was interviewed in either French or 
English by one of the researchers. He each used the same 
carefully designed interview schedule (Appendix 10) and «a taped 
each session; the tapes were then carefully reviewer by a^l three 
of us so that we could agree upon both the substance and the 
significance of the aaterial gathered. Our analyses of these 
interviews were also inforaed by the records or tally sheets (as 
we called thea) which teachers had kept during the seaester and 
by the saaples of students' written work which were shared with 
us. 

FroB the very beginning of the research, we believed that 
these interviews were a necessary part of our efforts to assess 
the inpact of the teaching strategies; and in fact, as this 
chapter aakes clear, the observations and conaentary of the 
teachers added a new and iaportant dinenaion to our evaluation of 
the quality of the learning which students had experienced. 
Furthermore, the interviews, in combination with the records of 
teaching practice which the teachers had kept themselves, 
afforded us the opportunity to explore the process which unfolded 
in the classroom over the course of the semester. As our analysis 
of the interviews developed, we found that we were in the 
presence of a richer and more detailed picture of how these 
strategies actually work. 



A. Soag General Rgmarkg 
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In general, the teachers participating in f'^n project were 
positive about the overall experience. Vithout. exception they 
said that they had found at least one new strategy they intended 
to incorporate into future course designs. Though all of then 
encountered difficulties of one kind or another, with one 
exception, all the teachers agreed that the advantages of using 
the strategies outweighed the problens. It is interesting that 
the vast aajority of the teachers reported that they had cone to 
know and understand their students better by using the 
strategies; those few who said they had not were four teachers 
who felt they always got to know their students well. 

About one quarter of the teachers in the project talked 
about having to deal with sons serious student resistance; 
however . as becoaes apparent when we turn to examine the 
operation of each of the strategies in greater detail, the source 
and the significance of resistance differ substantially froB case 
to case. Four teachers reported that they had encountered 
problens in trying to cover their course content: one or Bore of 
the strategies had, for theB» used ^oo such class tise. We were 
interested to note that this complaint case fros teachers drawn 
froD various disciplines and that they all felt that part of this 
problea was one of adjusting to the new strategies and re-working 
the balance between "^covev^^* J" material and allowing students to 
explore and integrate the material being covered. 

1 u ;/ 
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One quarter of the teachers conplained that the project had 
been associated for thea with an increase in workload. Two of 
these felt that the strategies themselves had resulted in an 
excessive increase in workload; three said that they had had some 
difficulty in coping with the organizational aspect of so Bany 
student-centred activities; soBetines this included the extra 
work which the tracking system we had adopted for the research 
isposed. Ne were impressed, however, by the nrjsber of tines that 
the narration of negative experiences ended wit.h phrases like 
"I'll have to find a new way to **It showed me I'm not veiy 

good at "Next tine I'll be sure to On the basis of 

the interviews, it seens very clear to us that the teachers had 
all used the experiment as a learning experience. In this sense, 
even negative student reactions were seen as having some positive 
outcomes, and, in fact, the vast majority of the participants 
said that they had enjoyed the opportunity to explore these 
strategies with us. 

Some teachers had very strong impressions about the success 
of their experimental classes. Again about one quarter of the 
teachers remarked that they had found the attendance rate to be 
much better in their experimental classes. These same teachers 
also reported fewer dropouts than they were accustomed to having. 
Many teachers said that they felt that there had baen an 
improvement in the quality of the learning which had taken place 
as a result of the use of these strategies. The nature of this 
improvement emerges more clearly in the commentary on each of the 
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specific strategies. Before turning to this discussion, «e want 
to note that the sajority of the teachers felt that the 
strategies had worked equally xell for the fenale and sale 
students. At least six, however, observed that the girls had 
participated sore actively and willingly, and sose of these felt 
that the girls generally did sore conscientious, and sosetines 
better, work. 

B . Discussion of thft Stfatetfieg 

1. Systematic Self -disclosure 

Of all the strategies under investigation, this one 
turned out to be the sost problematic in terms of its 
experimental application. Thirteen teachers, drawn from the full 
range of disciplines, excluding Computer Science, opted to try 
either verbal self-disclosure in the classroom, written self- 
disclosure in responding to student papers, or both. However, of 
the eleven participants who had opted to do verbal self- 
disclosure, either on its own or in combination with the use of 
written I-statement responses, more than half reported that it 
had required a great deal of effort to avoid making the same 
disclosures in the conrcol group. "Disclosure is a natural part 
of me" one of the teacher*^ Sftiid and, indeed, this statement seems 
to capture the essence of the problem. 

Thus, although the majority of tho users liked the strategy, 
they often had the feeling that it was an extension of personal 
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style more than a conscious strategy per se. Several teachers 
began to find it difficult to keep the record of self -disclosures 
which we were asking thea to maintain ; one teacher said that she 
continually felt unsure about wheth r her interventions in class 
were in fact self -disclosures; another said that his difficulty 
was in planning the disclosure since they **ju8t seeiied to 
happen ^ . 

Nonetheless, in spite of this experisental difficulty, it is 
fair to say that the teachers who did verbal self-disclosure, t^nd 
who were ccsf or table with it as a personal style, saw it as being 
effective. Hany of then described how the experiment had Bade 
then more conscious of what type of disclosures worked best for 
then and how they used disclosure in their courses. They saw 
disclosure as having a positive effect in the class when it Bade 
students acre relaxed, Bore attentive, and/or sore willing to 
participate. Teachers who reported using the strategy 
successfully agreed that lonf and inappropriately personal 
revelations usually had the opposite effect, that is, they tended 
to Bake students uncoBf ortable and withdrawn. These "experienced 
disclosers" seeBed clear about what constituted appropriate 
disclosures for thes and they used these flexibly; they stressed 
the iaportance of choosing the right Bosent for Baking the 
disclosure in a lecture or class discussion. One teacher said 
that it was her way of Backing transit irns in the Baterial which 
she was teaching; another said that she used theB whenever she 
wanted students to speak openly about sosething. 
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It is interestintf that the teachers who were the Bost 
positive about their experiences with this strategy also spoke of 
an increased awareness of the distinction between academic and 
therapeutic self-disclosures. One teacher said that it sade her 
see that she could transforn those Bore intiBate BOBents when 
teachers speak about thenselves just to speak about theaselves, 
into soBething pedagogically useful. Her assessaent: **une belle 
facon de susciter des questions**. 

It is therefore hardly surprising that the one teacher who 
was uncoafortable with this strategy felt that the disclosures 
did not coBc naturally to hiB. It was, however, this negative 
experience which offered the best exsBple of how self -disclosure 
involves an interaction between teacher and students. The teacher 
in this case suggested what self-disclosure was rendered 
particularly difficult for hiB because of a particularly unco- 
operative and inattentive group of students in his experlBental 
class. Our reading of the tally sheets kept by teachers using 
this strategy certainly suggests that student response, even in 
terns of siBple body language, is an iBportant part of the 
process sustaining the teacher's offering of her/hiBself in the 
classroom. It is also ptssible that by creating an atsosphere, 
Bore open to the expression of the personal, teachers create a 
space in which students are given license to express negative as 
well as positive views and sBotions. At least four teachers chose 
to reflect upon this aspect of the process in the interviews. 

The written part of the self-disclosure strategy was Bore 
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easily controlled (One teacher said that she siiiply used 
different coloured ink in her experinental class to renind her of 
Rhere she was); however, only five teachers chos«( to 
systenatically employ written self -disclosing statenents in the 
Barking of student papers. Of these, two felt that the strategy 
had not produced any visible change in students' behaviour and 
both of these people, though for different reasons, began to feel 
uncomfortable about making such statements. The other two 
teachers were extremely positive about the results obtained. They 
both said that more students asked for permission to re-write 
their work. One of these teachers said: **I got more revisions and 
they came to see me more. They felt that I was talking to them.** 
It is perhaps worth noting that this same teacher commented that 
B&rking with self -disclosure was more time consuming but also 
more fun: **I liked being positive.*' 

2. Peer Support Partnerships 

Seventeen of the teachers participating in the project opted 
to test peer support partnerships in their classes. Ve were able 
to look at the operation of this strategy in every discipline 
under investigation. The vast majority of the teachers set up 
dyads, with an occasional triad, in each experimental class. 
There were, however, three teachers who used the peer support 
partnerships as an organisational unit for creating larger groups 
in the classroom, either intermittently, but regularly, for 
various activities, or on a permanent basis as the semester wore 

11, 
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on. Of all the teachers implementing this strategy, only one felt 
that it had had no effect on her class arJ one felt that she had 
shifted to using larger groups too quickly to be able to assess 
the effect of the dyads on her class. All the other teachers 
reported that the dyads had had impact on the learning experience 
of their students and everyone described this experience in 
positive terns. 

Slightly more than half of the teachers in this group 
reported that the dyads in their experimental classes were 
functioning regularly and extremely well. These tepchers talked 
about an atmosphere in the class which seemed to favour the 
development of better relations among the students. They all said 
that there was more mutual interaction in the class. One teacher 
said: **(T)he class *:ias more relaxed, less reluctant to speak to 
me about problems ... there were fewer cliques**. These teachers 
said that the students seemed to have more confidence. A physics 
teacher observed that the partnerships in the classroom seemed to 
make students less dependent upon her for producing the correct 
answer. A Computer Science teacher suggested that individuals had 
a better sense of problem when they had first engaged in a shared 
exploration. Another teacher concluded by saying, **Students were 
connected to the material more effectively expecially those who 
had never done this before** and several teachers remarked that 
even shy students opened up and spoke in their dyads. The 
positive value of dyads for shyer and/or weaker students was 
noted by several teachers in a range of disciplines. **(Q)uiet 
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students seened to gain confidence and did share ideas with the 
class", a teacher wrote on her tally sheet. One of the teachers 
who was Bost positive about her experience with dyads observed a 
lowered drop-out rate in the axperiaental class, and this in 
spite of the fact that the class was scheduled at a relatively 
unpopular tine of day and that the students seemed to be 
generally weaker. "An extra something kept then there", she said, 
"they had more friends - they really did phone each other". 

These teachers were also positive about the quality of the 
learning which took place when dyads were functioning well. "I 
could see the inprovenent at an earlier stage", observed a 
teacher evaluating student's ability to criticise written work. 
"Even students who failed got more out of the course", said 
another. Ne were particularly struck by the fact that this 
positive evaluation was shared by teachers who had less over-all 
success in keeping the support groups meeting and functioning. 
For exanple, one such teacher said that only about half of his 
partnerships met regularly. When they did, he observed that you 
could really see understanding happening. 

In fact, this teacher belongs to a group of approximately 
five teachers who reported having significant problems fiustaining 
the activity of support partnerships. Because we were concerned 
to understand the process which was unfolding *n ^.hese 
experimental classes, we listened carefully to these teachers in 
an effort to identify the factor or factors which might explain 
the differences in this respect. On the basis of our interview 
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data, it is clear that students in all the classes under 
investigation chose their partners in Buch the sane nay; that is, 
they tended to choose friends or, at least, acquaintances, often 
people next to whom they were sitting. The partnerships which 
resulted tended to be either all male or all female units, 
although there were a substantial number of mixed groups. All the 
teachers observed that it was necessary to retain some 
flexibility in order to keep dyads and triads working in spite of 
the problems posed by absenteeism and drop-outs. 

All of the teachers who used this strategy agreed that the 
partners tended to work best if they were freely chosen and based 
on friendship and some mutual knowledge. Partnerships which 
floundered usually involved people who were "thrown together". 
The teachers who evaluated the functioning of their dyads most 
positively even assigned exercises to allow students an 
opportunity to assess their work compatability with their 
partners. Two teachers observed that all female groupings tended 
to work better; one teacher included female/male partnerships in 
this category. Although some teachers mentioned that there was 
the occasional problem with a student who seemed stuck in a 
negative partnership, all teachers, whether or not they were 
successful at sustaining the partnerships throughout the 
semei^ter, agreed that students selected themselves into 
apparently appropriate groupings. Everyone agreed that Kith very 
rare exceptions the partners functioned in a basically 
egalitarian manner. 
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Where the two groups of teachers differed, however » appears 
to be in terms of the extent to which they integrated the 
instructions which they received about using dyads into their 
teaching practice. A crucial factor here, for example, was the 
extent to which the dyad activities were systeaatically made part 
of the course content. In practical terns, this aeant that these 
activities had to be rendered clear and important from the 
beginning of the semester, always monitored, and consistently 
valued (either by giving then a mark for completion or by using 
then in some other way). One teacher who reported great success 
with dyad work said: "There was never a dyadic exercise without 
me finding out what they had done*'. It is, therefore, perhaps not 
surprising that most teachers found that they got the most 
consistently good results wit in-olass dyad activities. One of 
the teachers, who ultimately was highly successful in sustaining 
dyad work, told us that she couldn't get students to carry 
through on their dyad work outside of the classroom unless she 
rewarded the work with marks. She readjusted: '*I started to give 
them dyad tasks in class". And, indeed, all of the teachers who 
were unable to sustain the activity said in die way or another: 
"I assigned dyad activities ... (t)here was no evidence that 
anyone did them". One teacher in the successful** group provided 
an interesting summary of the process when she wrote on her tally 
sheet: "Students enjoy these activities and participate with some 
commitment provided: 1. there is a mark 2. the task is very, very 
clear 3. time is given tc it in class 4. it is linked to their 
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learning'* . 

It is also inportant to note that iiost of the teachers who 
were less successful at sustaining the dyad as a functioning unit 
were well on thair way to understanding why this had been the 
case, at least by the tine of the interview. One teacher said: "I 
waited too long with the problen-solving groups*" ; another said: 
"I wovild refuse it but be more disciplined"; and a third: "I'b 
going to have to find a better way of keeping track". It is 
interesting that this was also true of the teachers who felt that 
they had been relatively nore successful with the strategy. 
Several of the teachers belonging to this group complained that 
the dyads had created an environnent in which there was now too 
much discussion » sone of it apparently uncontrollable; but they 
all said that they would continue to use then, while exploring 
other strategies for integrating this nore personal material into 
the course content. A few teachers who reported varying degrees 
of difficulty in sustaining dyad activity also reported an 
increase in absenteeism. They suggested that this might be 
explained in terms of the presence of a "note-taking buddy". All 
of this suggested to us that some of the teachers who were new to 
the use of support partnerships might have needed more 
opportunity to practise this organizationally more demanding 
technique before entering the testing situation. 

Finally, it should be noted that one of our muggested 
methods for rendering the support partnerships more central to 
students' learning involved asking students to do some self- 
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reflection about their own experiences in these groupings. Soae 
teachers did, in fact, solicit this type of inforsation froB 
students and as a result, we have an interesting, though clearly 
incomplete record of some students' responses to this strategy. 
On the basis of this adnittedly fragmentary data, the students 
appear to share the enthusiasm of the majority of teachers. Nhen 
they have reservations about the strategy, these generally centre 
about a concern over the distribution of marks. There seems to b. 
some consensus, among teachers as well as students, that ths 
ideal formula involves an individual as well as a group component 
when a final product (as opposed to the process itself) is being 
evaluated. Thus, all of our interviews and records, those drawn 
from failea attempts as well as those representing more 
successful experiences, strongly suggest that, if certain basic 
conditions are satisfied, dyad work creates more engaged and 
committed learners . 

3. Using Writing in the Learning Process 

Eighteen of the participating teachers chose one of the 
writing strategies for testing. Ve can therefore report on the 
use of writing in all five of our chosen disciplines, in English 
and in French. Furthermore, the writing-to- learn strategies 
seemed to be the most successful. All of the teachers who chose 
to test writing said that they would use it again in another 
course. This is not to say that writing-to-learn strategies were 
not criticized or that teachers did not have problems with them. 
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There were iiany difficulties well as successes, all of which 
are outlined below. In general, however, teachers felt that the 
overall objectives set for writing-to-learn strategies had in 
fact been fulfilled. 

The Bost popular choice SBong the strategies was the five- 
Binute free write: tr^n teachers - half the population - chose to 
use then. It would be interesting to know whether this choice had 
anything to do with the fact that we had so carefully integrated 
two free writes into our preparatory workshops for these 
teachers. Certainly, one sociology teacher was able to use her 
own experience in our workshop to good advantage; as she 
introduced the strategy to her class, she talked about how hard 
she had found it, and she predicted that sone of then would, too. 
This renark allowed the students to flounder at first, without 
eabarrassment . 

In any case, free writes were used in all disciplines. 
Student resistance was reported Bost strongly in physics and 
Computer Science, though the physics teacher fiaid he did not 
think it was the writing that students objected to as Buch as to 
having to be in class to get the free write credit. This teacher 
said that fifty per cent of his students objected to this 
strategy. The Computer Science teacher did not give us a 
percentage, but said that quite a few students coBplained. One 
teacher of English reported sobs resistance toward the end of the 
terB. All the other teachers said their students took to it very 
well, producing Bore and better work as the semester progressed. 
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Three tea::hers said that the women students were Boct interested 
in the strategy and did the best nritintf. One teacher remarked on 
real isprovenent in expression through this uncorrected written 
work. 

Host of the teachers using fiye-ninute free writes seeaed to 
use then to begin classes. A very comnon procedure was to ask the 
students to write, then share the work with a partner, then take 
part in a class discussion. In classes where partners were not 
used, the writing lod at once to cli discussion. Teachers were 
unanimous in stating that the writing led to much bet\;er focussed 
discussion with nany acre participating students. The tactic that 
worked the least well was to ask for volunteers to read their 
work aloud to the class: students seened reluctant to do this. 
Seven of the nine teachers stressed how much Bore they discovered 
about their students' difficulties with subject Batter and 
learning by using this strategy. None of the teachers coBplained 
about the time required to read and check off the free writes, 
but four of then conplained that the process took too Buch class 
time. One teacher coBplained that it took fifteen ainutes to deal 
with free writes; another teacher said that it took three 
quarters of an hour. Two of the four teachers said that they 
thought the problem was probably theirs: they found it very 
difficult to bring closure to the excellent discussion that can 
occur when students are activated in this way. Another teacher 
discovered her own solution to this very probleB: using free 
writes at the end of the class, to actually accoBplish closure. 
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Free writes were also used to have students evaluate the other 
strategies 9 such as dyads and collective course units. 

In talking tc these teachers, we could not fail to notice 
sone ;ridely varying practices. Teachers had very different 
interpretations of what was an appropriate ''proapt" or topic 
que<:tion for students to write on. One of the teachers who 
encountered so such resistance always used very specific and 
knowledge-testing prompts about the physics course that he was 
teaching. The other teacher who encountered resistance said that 
he learned to use more and acre open questions as the term went 
on. Certainly, in all disciplines, the best work seemed to be 
written in response to open-ended questions in which students 
could express their opinions. Some teachers seemed to find it 
particularly difficult not to correct the writing, too, and in 
one case we saw evidence of spelling errors underlined and 
writing evaluated for form ai^d content. In another clase, though 
the teacher followed our guidelines, he said he would use writing 
in a future physics course but that he would most certainly 
corrct both form and content. It is clearly hard for teachers to 
alter habitual behaviours, and asking them to follow certain 
procedures does not necessarily convince them this is worth 
doing. However, given the generally acknowledged expression 
problems of both Fr^rch and English student populations, 
teachers showed remarkable restraint in their treatment of free 
writes. 

Two teachers asked students to keep journals as part of the 
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experiment. A third teacher had students do a few journal entries 
as well iS free writes during the semester , and a fourth gave us 
a most interesting journal record but said it could not be seen 
as a formal part of the experiment since she had not been 
systematic enough. All four teachers were in the Language and 
Literature area. The most common prompt was to ask students to 
react to the course readings. One teacher said he had some 
problems with these prompts, in that his students tended to write 
mini-essays in their journals: he did not think he had been 
entirely successful in communicating with the students how 
informal and personal a journal reaction could be. He said that 
he would have to find a way to explain this better next time. 

The teacher who was most enthusiastic about the journal 
experiment was another mrie English teacher who had also never 
used the technique before. Simultaneously with taking part in our 
project, hoT;ever, he decided to take a Performs course in using 
journals in the classroom and did some journal writing of his 
own. He said that the students seemed tc enjoy keeping journals 
and on the whole did very well. He felt the journals very 
effectively linked cognitive and affective learning. The best 
journals, he said, were written by quiet females who did not take 
much part in class discussion; the very mediocre journals were 
written by males who talked a lot in class. Had it not been for 
their journals, he would not have been able to communicate 
individually with the quiet female students at all. 

All of the teachers who used journals stressed how mnch they 
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learned about their students, and how helpful this knowledge was. 
One of the English teachers was surprised to see how clearly he 
could distinguish those students having difficulty with 
abstractions. A teacher of francais said she could see how aany 
students were really not doing their reading. Another English 
teacher said she was shocked to discover how Buch her students 
disliked the reading material on her course, once they were 
incited to tell her so in a free and uncensored format. Clearly 
both course planning and pedagogical interventions are such 
assisted by this kind of information. All the teachers liked 
using the journals and said they would use them again without 
hesitation. None complained about the reading load: on«* teacher 
estimated it took him about five hours to read one class set, 
each time he collected them, but that even though this was over 
and above essay marking time, the undertaking was well worth 
while. 

Two teachers asked their students to contribute to a 
collective class log, filed on reserve in the library: one 
English teacher and one teacher of Early Childhood Education. 
Both teachers were extremely pleased about the success of the log 
for those students who participated. Entries were interesting, 
open and creative. Students quite early began responding to each 
other by name. The use of names was a very interesting feature 
for us, as described in Chapter II: students seemed to enjoy 
identifying and being identified by other students in this way. 
They commented on each other's entries and directed each other's 
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attention to inportant course-related items in the newspaper and 
on television. Shy students nade particular reference to how Buch 
easier they found it to express themselves to the class within 
the covers of a book than face to face with a larffe group. These 
teachers have given us the logs and we are making copies of this 
interesting material for further study. 

There were significant differences between these two 
teachers' experiences which we found to be very instructive. The 
Early Childhood teacher asked her students to write once a week, 
as the workshop package had suggested. She decided that students 
ought to be able to complete sixty per cent of the entries to get 
some of the credit she had set aside for this course component. 
In her class, however, there were eleven students who completed 
fewer than the required sixty per cent: this meant that almost 
half the class (11 out of 25) did not get any credit. The 
students had various explanations, but the chief problem seemed 
to be that some of them just forgot to do the work, since the 
teacher was not collecting it in class. The English teacher, on 
the other hand, asked for entries only every two weeks, and the 
participation rate was higher. Less than a third fell below the 
sixty percent bench mark. If we compare these two admittedly very 
different and isolated cases and draw conclusions from them, it 
would seem that the log requires so much initiative on the part 
of the students that to ask them to contribute every week may 
disqualify some of them from the start. An extraordinary number 
of them can sustain this kind of effort, however, with minimal 
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teacher reinforcenent . The teachers read the log only three or 
four tines in the semester and Bade a few coBiients in class as 
well as on some of the entries. 

The writing strategy which brought the most conflicting 
responses was the question and answer box. Six teachers undertook 
to test the strategy. One physics teacher and one English teacher 
felt it was their greatest success. A second physics teacher and 
one Computer Science teacher found it interesting but dropped it 
part way through the semster because they were not statisfied 
that they had found an effecive way to use it. A third physics 
teacher liked it a great deal but said it was very hard to get 
students to participate. An Early Childhood Education teacher 
reported zero participation. These widely varying experiences 
have made us look very carefully at this strategy. 

First of all, given that four out of the six science 
teachers participating in the project chose to try the question 
and answer box, it appears that this strategy has a natural 
appeiJ in this area. Students in science classes are sure to have 
questions about the material and putting those questions into 
words helps them with their learning. The trick seems to be to 
"sell" the idea to the students. The teacher who was most 
successful clearly made this one of his major thrusts of the 
semester. He collected the questions from students in class on 
Honday and handed them back on Wednesday in the lab; he put brief 
comments on all of them; he answered some questions individually 
as he moved about the lab; he integrated some of the other 
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questions intr. his classes; he wrote full explanations to some 
requests for help. Students were allowed to read their own work 
a£ain briefly and then they filed their papers in a large 
cardboard file which the teacher carried with hin to the lab: 
each student's work was file^^ there, week by week, by nana. 
Though they did not read one another's, the students were given 
the sane sense of value of their work as those writing in a 
collective log. The exercise was conpulsory and students who 
participated got the full five narks for doing so. Their 
questions were very focussed on the work and frequently repeated 
each other throughout the class, giving the teacher a very clear 
indication of group as well as individual problems. There were 
some notable exanples of students arriving at their own answers 
through the writing process. Once again, the teacher has given us 
this naterial, and we intend to study it further. 

It is not very difficult to analyze what Bade the difference 
between this successful experience snd the less successful use of 
this strategy in the oth^i^r physics classes. One difference was 
certainly the comnitrient of the teacher, who not only Bade it 
coapulsory but talked it up as useful and enjoyable. One of the 
other physics teachers confessed she always has trouble enforcing 
routine obligations for students: this aight be the explanation 
for the low participation rate in her class. Those who did 
participate asked very interesting questions, however, often on 
general interest natters, and she was able to enrich the course 
by providing then with articles to read f ron scientific 
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journals. The physics teacher who discontinued the practice began 
by asking students to bring the questions to a box on her office 
door rather than by picking then up in class. Their conclusion 
seems to have been that coning to the office was the najor point 
being Bade, and iiany of then did so. Their written questions 
tended to be very perfunctory, however. At nid-tem, this teacher 
asked students to evaluate the aethod. The evaluations, which she 
showed to us, <7ere very positive: they liked the nethod, found it 
helpful, and really appreciated the nessage of teacher concern 
for student learning that lay beneath it. Because she asked then 
if they wished to continue, however, just over fifty per cent 
said no, because they found it an extra effort, and really 
preferred to speak to her directly. 

Though the English teacher liked the method and the Coaputer 
Science teacher discarded it, their reactions were in sone ways 
quite siailar. They both said they learned a lot about the 
students, what puzzled then and what they needed to know. The 
English teacher said she found out that she had been using 
certain texts for years without being aware of some of the real 
nisconceptions that students had about then. The Conputer Science 
teacher discovered a lot about soae new software he was using. 
Both teachers, however, said that it took a lot of class tine. 
The Conputer Science teacher hid to abandon it because he could 
not afford to spend the twenty minutes or more that it took to 
deal with the major questions. The English teacher began to write 
soae of the answers for students individually. The English 
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teacher said this ivas really too Buch ivork, but it vas so 
valuable and the students iranted the ansvers so nuch she decided 
it was worth vhile. 

These various experiences with the question and answer box 
and indeed with all the write-to-learn strategies clearly 
underline the inportance of Baking such practices course 
requirenents which students Bust coBplete and for which students 
are rewarded with bobs kind of Bark. Where participation was 
optional and unrewarded, as in the Early Childhood course, 
students tended not to tske advantage of it. As one of the 
English teachers pointed out in her interview with us, students 
have not been taught how to use their own thoughts and Binds as 
part of the learning process. Without this sense of the 
inportance of engagesent, they autosaticaliy choose the role of 
spectators in their learning. Because they have not experienci*d 
the advantages of active involvesent, they see all such 
activities as aerely extra work to be avoided at all cost. In 
this situation, it is iBportant for teachers to coBBunicate the 
iBportance of all acts of process, particularly those which 
require writing. CoBBunicating iBportance involves all the 
aspects of ''selling" which our physics teacher used: Baking the 
work coBpulsory, giving autoBatic credit for doing it, responding 
to it iBnediately, deBonstrating faith in it as a Bethod, and 
giving students regular exposure to visible proof that all this 
is going on. It sight be argued that this is spoon feeding, but 
it is spoon feeding a process, not a set of answers, and the 
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process, we believe, lies at the heart of neaningful education. 

3. Collaborative Course Units 

Only two teachers Bade use of this strategy. Given their 
success, and given our overall concern with student autonony, co- 
operat ion , and language in the learning process, it is 
regrettable that Bore did not try it. He take responsibility for 
some of the teacher reticence: we becaiie more and Bore conce'/nv?d, 
during the pre-test interviews, with soBe of the probleas of what 
teachers described as group projects, and we feel that we were 
perhaps overly cautious abou". recoBBending extended 
collaboration. Furtheraore, it is interesting that the two 
teachers who did allow their students to take over a whole unit 
of the course were English teachers whose courses are of their 
own de«^ ign and who therefore are only answerable to their 
prograBoBes for teaching skills and proccses rather than for 
covering course content. There is real fear that students will 
not learn Baterial that is not teacher- taught . 

Both teachers used ingenuity md iBagination in adapting the 
outline in the workshop package to suit their needs ^ One asked 
for the journal entries as suggaasted, but opened the final 
question to a stateBent of one interesting way of helping the 
class understand the play rather than a list of topics required 
for such understanding. What resulted were a lot of very creative 
choices: draaatizations, puppet shows, debates, and so on. She 
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said the hardest part was to allow the groups to Bake their own 
choices, a process that some of then found difficult to deal 
with. She allowed snail parts of four classes for this group 
process, and took in reports of their progress after each class. 
Her only requirenent was that the group agree on a significant 
project, and that each person have a clearly designated task. She 
gave feedback to the groups at each session. Groups were then 
given time to prepare their presentations outside of class, while 
she continued to cover other aaterial with then in classes. 
Before the class viewed the projects, however, she required the 
class to establish the evaluation criteria, and that became the 
task of the other groups during the presentations: groups were 
required to collaborate on a single evaluation for each 
presentation, and were given five minutes consultation time to 
arrive at this conclusion. Some of the presentations were overly 
ambitious and therefore not entirely satisfactory; many were, 
however, excellent. All the students liked doing the unit, 
enjoyed working together (generally two dyads joined together to 
form a group), and felt it had been the best part of the course. 
The teacher said she thought it was one of the most stimulating 
units she had ever organised. 

The other teacher did not require journal entries but did 
warn students early that one novel was theirs to deal with in 
groups. When the time came, students chose whom they wished to 
work with: groups of five were required, as there were four 
course themes the teacher wished explored in the novel, and four 
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students were each responsible for one of then, with the fith 
student responsible for introducintf, co-ordinating and concluding 
the written product . She allowed one full class for these 
decisions to be Bade. She then carried on with other course work 
while the students prepared their Material: she said that in 
retrospect she feels she ought to have given sore class tine for 
consulting. At the end of the seaester she allowed four days for 
the groups to give aini-presentations of their work to the class. 
She also took in the aajor collaborative assignaent which she 
said was of auch higher quality than their other work in the 
course. Their evaluation of the collaborative unit was very 
enthusiastic. Nonen students were especially enthusiastic. The 
teacher felt that this work had also affected other aspects of 
the class: the whole class got to know each other better and the 
quality of class dicussion iaproved. In fact, the spin-off for 
the class as a whole was so good that the teacher felt she ought 
to have done the group work earlier, so that the class could 
profit froB the improved ataosphere for a longer period. 

Carefully organized collaborative course units are clearly 
popular with students and successful froa a pedagogical point of 
view. Students seen to choose their groups well, usually of mixed 
gender once there are acre than three of then. They also run 
their groups fairly and equitably if they are giv«^n the 
appropriate help with structuring the work. We believe that aore 
teachers could make use of this type of strategy, and allow 
students to take possession of Bore of their own learning. 
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C. Some GfinerRl rnnclasio ns on the Teachers" ExpgrianGeg 

Our interviews with the teachers, review of their records, 
and reading ot sample work of the students suggests that the 
feninist pedagogical strategies were producing effects which 
tended to support the overall hypothesis of this research. The 
classrooms which these teachers described seemed to be 
characterized by an increased sense of coamunity, empowerment of 
individuals, and a general atmosphere of mutual respect, trust 
and support. Teachers using the strategies repo! ted, in a variety 
of ways, evidence of an increase in student engagement with 
course content. These same teachers frequently reported that they 
observed more confident, active and effective learning. 

Student confidence is difficult for teachers to evaluate 
except insofar as it relates to student behviour . If we consider 
the student behaviours described in these interviews, however, it 
can be seen that many of the strategies addressed the issue of 
confidence by allowing students to develop a greater sense of 
their own abilties. The peer support partnerships, for instance, 
which the teachers described as most successful, were those in 
which students took on very responsible functions with respect to 
one another, and fulfilled their responsibilites with a good deal 
of pride. Hany teachers felt that students in these dyads had 
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becoBe sore autonomous and self-confident learners. The writing- 
to- learn activities were over and over again described as giving 
to shy students outlets for self-expression and growth which they 
would not otherwise have had. The collaborative course units 
which were so popular built confidence in their participants and 
required couridence for their coapletion. The fact that so aany 
teachers said in their interviews "I never knew students felt 
that way" shows us that the students in these classes had the 
confidence to tell their teachers what their needs and wishes 
were, and that this confident self-expression was definitely 
greater than the teachers had ever experienced before. 

Our hypothesis that the strategies would create conditions 
favourable for the developnent of confidence seens therefore to 
be supported by this interview material. Each time some indicator 
of increased self-confidence was described, the teacher confirmed 
that this favourable outcome was related to her/his having 
established, through the use of one or more of the strategies, an 
atmosphere of trust. Ne also noted that, in this atmosphere, 
teachers were more likely to hear students and therefore the 
classroom was more likely to be democratized. In the context of 
this tendency toward democratization, individuals were more 
likely to be empowered. If hat begins to emerge, indeed, from this 
material, is a pattern of important links between the various 
aspects of our original hypothesis, and a strong sense that the 
strategies create conditions favourable for learning. 

The strategies also appear to have fostered much more active 
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learning. The peer support partnerships, writirg-to- learn 
activities and collaborative course units vhich these teachers 
described were all student-centred, student-active endeavours. In 
general » as the interviews show, the teachers were surpised and 
pleased with the extent of the student participation. Where there 
was student resistance, it appears that the resistance was, at 
least on the surface, a resistance to this activity. It is clear 
that capitulating to this resistance undemines the pedagogy, and 
nany teachers told us that they discovered the secret is tc 
insist that all students involve themselves. Teachers in the 
project began to be sensitized, however, to the complexities of 
teaching students how to involve themselves in the learning 
process. If students do not experience the advantages of 
involvement, resistance is a logical, predicatable response. 
Since resistance can also be a growing point, however, perhaps 
more work could be done in helping teachers deal with it. 

Certainly, to be effective, teachers must have a full 
understanding of the strategies they are using, both in their 
specifics and in the overall learning objectives of the 
behaviours they are encouraging. When the understanding is there, 
the teacher can make the kind of informal but important 
adaptations of the strategy that her/his course content requires. 
It is obviously important to provide teachers with adequate 
guidance and support for new undertakings: we feel that our 
November, January and March workshops helped the teachers bring 
about more effective learning during the semester. Ne have 
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described, however, how many teachers felt thfiit they would change 
their app<'oaches in the future, and the message seems to be that 
it takes time, perhaps more than one semester, to learn how to 
use new strategies most effectively. 

f Learning effectiveness is normally m -ured by student 

grades, and these grades are examined in Chapter IV. We would 

arque, however, that there is a quality of learning, especially 

ii^ith respect to involvement in process, that is not always 
f 

reliably reflected in grades, but which is definitely recognized 
teacher and students alike. The fact that a number of teachers 
said that their grades in experimental classes were ^igher than 
usual reflects this sense: whether or not the grades really are 
higher is not as significant here as the teacher's sense that 
what has happened is educc.tional ly more valuable than other kinds 
of interactions with students in the t^ast. 

Our hypothesis was that the st'^ategies would produce 
more confident, active and effective learning. What we did not 
Anticipate, however, was how much effective learning the teachers 
would experience by their participation. Teachers learned how to 
use several strategies together, and they taught us what they hrd 
learned. They learned how they must organize themselves more 
efficiently in order to direct student activities. They learned 
new skills in routine pedagogical matters such as conducting 
c lass discussions , making lectures interesting, and marking 
student papers. They described their enjoyment of this learning. 
The interviews helped us to see how central the teachers* 
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learning process was to the experiaent as a whole. Teachers told 
us about tliscovering new behaviours, making mistakes. Baking 
changes » listening to students, and so on. They couBunicated an 
enthusiass for learning to us which may possibly have allowed 
them to aodel productive and effective learning for their 
students. They reminded us, too, that our post-experiaent student 
questionnaires tapped but one aoaent in a prrc'488 which they 
perceived as both coaplex and on-going. 
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VI . COHCLUSIOMS 

The hypothesis of this research project , nasely that a one 
senester exposure to feminist pedagogical strategies could 
inprove, in a quantitatively demonstrable way, the self-estees of 
feaale students, their interest in and liking for the subject 
under investigation and their willingness to continue in 
education has not been proven. On the other hand, our qualitative 
data, in the forn of in-depth interviews with the participating 
teachers and analysis of their records of pedagogical 
intervention in the experisental classes, strongly suggests that 
there have been inprovenents in a nunber of areas which bear upon 
the original hypothesis. 

This discrepancy between quantitative and qualitative 
results, in conjunction with the largely non-significant findings 
of our two questionnaires, naaely, the Coopersnith Self-esteem 
Inventory and our own School Attitud'3 and Commitment 
Questionnaire have led us to the following conclusions: 

Firstly, we want to suggest that an instrument such as the 
Coopersmith Self-esteem Inventory Uoes not appear to be an 
instrument calibrated to measure the subtlety of the changes 
which occur in student's self-esteem from semester to semester in 
a single course. In fact, none of the measures which we chose to 
read appear to have been equal to the task. Neither the general 
self esteem measure nor the academic sub-scale were able to 
measure any experimentally significant change from pre to post- 
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test. Our own instrunent, geared to measure Buch Bore specifically 
subject and even course bound attitudinal changes, on the whole 
failed to detect convincing differences either with respect to 
sex or experimental intervention. It is true that we were able to 
observe some differences which were related to the effects of the 
discipline in which the student's course had been offered. It is 
also possible that the fact that teachers did not all choose the 
sane strategies had some effect on the outcome* However, the 
results over-all have led us to consider whether these tests have 
the kind of sensitivity to learning attitudes and expectations 
which our experiment required. 

Harks and student failure and withdrawal rates looked as if 
they were going to discriminate between groups slightly more 
effectively than our other instruments; however, here too, these 
measures were not sensitive enough to tell us what we needed to 
know about the kind of change which might take place over a 
single semester. Ne also discovered that these indices are 
plagued by specific methodological problems. The valid 
interpretation of the failure rate is compromised by the enormous 
variation which appears to exist in its use; rates of withdrawal 
are too small for meaningful statistical manipulation. The 
quantitative dimension of this research suggests that different 
instruments are necessary in order to measure these phenomena. In 
this respect, it is particularly significant that the qualitative 
dimension of this research has helped us to better understand the 
process which is to be measured. 
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This process is, indeed « a conplex one. On the basis of 
the interviews which we conducted with the participating 
teachers, we would suggest that the effects achieved by 
pedagogics' intervention in a single senester are better 
described and, if necessary, measured in acre specific terms 
which better capture discrete moaents in this learning prcicess. 
In other words, it appears that we should be measuring changes in 
phenomena which are closer to what students are actually doing in 
the classroom. Thus we would recommend that researchers seeking 
to measure changes in such broad psychological constructs as 
self-confidence and self-esteem need first to identify the 
pcdagogically relevant markers subject to visible change in a 
relatively short space of time. Although it is clearly beyond the 
limits of the present research project to venture far on to this 
terrain, on the basis of the interviewing which we have done, we 
believe that it is possible to identify useful indices here. For 
exanple, all of our interviews with participating teachers 
suggest that self-confidence and self-esteem are linked to the 
presence of trust and that one measure of student trust in the 
classroom is her/his willingness to become visible: to speak out, 
to take risks, to make demands. Clearly, there is preparatory 
work exploring these connections to be done before research can 
proceed in this area; however, our point is that carefully chosen 
measures of visibility are more valid. 

In fact, the data which we have collected over the past 
semester is particularly rich in terms of the light it sheds upon 
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the process of introducing feminist strategies into the 
classroon. The experiences of the participating teachers helped 
us to understand thaL sone Binimal conditions had to be net 
before we could even beifin to speak aeaningfully about the 
pedagogical intervention. Thus our research findings confirned 
the validity of our initial stance. It appeared to be necessary 
to valorize new pedagogy with old currency; that is, the teacher 
had tc emphasize its importance by introducing it 
enthusiastically, using it consistently, and reinforcing it with 
marks. However, since the teacher was also involved in a learning 
process, it now seems necessary to suggest that this too probably 
affected the eventual outcomes in ways which we can describe on 
the basis of our qualitative data but about which our 
guHntitative instruments can tell us nothing. He also need to 
chart this process through more long term studies. 

Finally, we want to emphasize that we now have considerably 
more information about what actually happens in classrooms in a 
wide range of different disciplines, when teachers use such 
student'centred and student active pedagogical techniques. In 
this respect, the work of these twenty teachers over the past 
semester represents a valuable contribution to the field of 
pedagogical research. 



A. SBLBCTBD RESEARCH BIBLIOGRAPHY 



131 



Anastasi, Anne. (1970). PsyGhological Testing , 3rd ed. New 
York: HacHillan. 

Astin, Helen and Hirsch, Werner. (1978). Tha Higher Education 
of WoMien . Mew York: Praeger Publishers. 

Batenan, Di^nne. (1988). Suecess in College: Who Are We 
Educating? A Longitudinel Study of the Contfitive and 

ktl eXLLl££ Growth of Cetfe p Students, An Interia Report . 

Quebec. La Direction de 1 *Enseigneiient Coll^gial. 

Belotti, E.G. (1973). Du Cote des Petites Filles . Paris: Ed. 
des Fennes. 

Bernard , Jessie. ( 1964 ) . Acadeair Monen - New York: Meridian 
Books . 

Buros, O.K. (Ed.). (1978). Uenlal MenRureMients Yf^ftrbonk, 

Lincoln: University of Nebraska Press. 

Canada. Ministry of Supply and Services. (1985). Education in 
Cana da. 1983-84 Statistical Revi ew. Ottawa: Statistics 
Canada . 

Canada. Ministry of Supply and Services. (1985). Wnaen in 
Canada: A Statistical Report , Ottawa: Statistics Canada. 

Chevrier, Jean-Marc. (1985). Human ResQum eR Testing. 

Montreal . 

Conseil d 'enseignant(es) du Quebec. (1975-1978). Lfi2. 

stereotv pes seiristes dans les aanuels scolaires . Qu ^ec . 

Cook, Thomas and Campbell, Donald T. (197^). Quasi- 

Experimentation . Boston : Houghton-Muf f in . 

Coopersmith, Stanley . ( 1981) . The Coopersmith Self -Esteem 
Inventory . Pao Alto: Consulting Psychologists Press Inc. 

Dallaire, Louise et Bellan, Jacques. (1985). Les Jeunes et 

1 ^educatj^on: une ^tude des 15-24 ans dans les Bvgteaes 

4 ^^ducation au Canada . Ottawa. Secretariat d'etat. 

Direction des communications. 

Dunnigan, L. (1975). Analyse des Stereotvpes maaculina et 

feminins dans les manuels senlaires du Quebec . Quebec : 
Editeur Officiel. 



132 

Dunnigan, Lise. (1976, nai). L fecole "Sexiste" c'csfr auoi? 
Quebec. Conseil du statut de la feime. 

Epstein, Cynthia Fuchs. (1974). Bringing Homen in: Rewards, 
Punishnent and the Structure of Achievenent. In Ruth B. 

Kundsin (Ed . ) , Hoaen and Success: Xhfi AnatoMV q£ 

Achievement - New York: Nillian Horrow. 

Farley, Jennie (Ed.). (1981). Seat Discr imination in Higher 
Education- Ithaca: ILR Publications. 

Furniss, N. Todd and Graham, Patricia Albjerg. (1974)* Mnaen in 
Higher Education - Washington: Anerican Council on 

Education. 

Haskell, Jane. (1983, September). Education ft Women's Work: 
Some New Research Directions. Alberta Journal of Education 
Reaearch. XX IX. (3), 224-241. 

Giiligan, Carol. (1982). In a Different Voice: Ps ychological 

Ih&orx and Women's Development- Cambridge: Harvard 

University Press. 

Goldman, Leo. (1971). Using Tests in Counselling , 2nd Ed. New 
Jersey: Prentice Hall. 

Goupil, Raymonde. (1987). Plan d 'Action 1987-1988 e n condition 
feminine . Quebec. HESS, Services aux clienteles 

specif iques . 

Harding, Sandra. (1987). Feminism and Methodologv. 

Bloomington: Indiana University Press. 

Hobbs, E.D., and Erickson, G.L. (1980). Results of the 1978 
British Columbia Science Assessment. Canadia n Journal of 
Education, 5 (2). 

Horner, Hartina. (1969, November). Fail: Bright Neman. 

PsvchQlQ^ v Today. 3. 36-38 ff . 

Horth, Lise et Angers, M. (1985). La Prati que peda gogigne et le 
sexisme . MEQ. D6EC. Service de la recherche et du 
developpenent . (College de Druuondville) . 

Howe, Florence. (1981, April). Women and the Poirer of 
Education. A AhK Bulletin. 33 (8), 11-14, 16. 

Howe, Florence: (1984). Hzths of no-Kducation : Selected 

Assays p 1964-1983 . Bloonington : Indiana University Press. 

Julien, Lise. (1984). La femm e et Ij Education au Canada. 
Canada. Le Conseil des ninistres de 1 'education. 



ERIC 



133 



Klein ^ Susan Shurberg (Ed.). (1986, Autumn). Sex Equity and 
Education. Theory into PrRntif><>. YXV (4). 

Krug, Samuel E., Cattell, Raymond B., and Sweney, Arthur B. 
^1970). Schonl Mntivation Analv gig Tftgfi- Champaign: 
Institute for Personality and Ability Testing. 

Laforce, Helene. (1987, Automne). La p6dagogie feministe frappe 
a nos portes. Remue-meninf es , 

Laliberte, Jacques. (1987). Lm forantion fondamentale la 

documentation franciiise ( 1981-86 )> Quebec. Centre 

d 'animation, de dSveloppement et de recherche en Education. 

Lemieux et Hercier. (1982). La recherche aur IfiS — femmes au 

Qg^bfi P" bilan , bibl iotfraphie , Quebec. Institut queb^cois 
de recherche sur la culture. 

Hager, Robert. (1984). Developin g Attitudes Toward Learning. 
D.S. Lake Publishers Press. 

Paluer, Parker J. (1988). Community, Conflict and Hays of 
Knowing. Change.. 

Perry, Nillian G. (1981). Cognitive and Emotional Growth: The 
Making of Meaning. In A.M. Chickering (Ed.), The Modern 
Apfi ficen College . San Francisco: Jossey-Bass. 

Quebec. Ministere de I'^ducation. (1982, 29 *«rs). Direction 
genferale du dfeveloppeme nt pgdago^ique discrininatoire dans 
le lateriel didaGtj qug> imprime. 

Quebec. Ministere de I'^ducation. (1980, avril). Las actions 
ministere de 1 'Education dans le doasie r de la enndition 
f eainine , (dossier synthese). 

Quebec. Ministere de 1 'Education. Bureau de la condition 
feminine. (1981, janyier). Etat des actions entreorisea et 
prevues par le ministere de I'Educatinn dans l e eadre des 
fij}i_tft? ^ donner auic ree oMenriationa du Conseila du statut de 
•ja Feitite. 2. 

Qu%bec. Ministere de 1 'education. Bureau de la condition 

feminine. (1985, mai). Plan d 'action triennal : Education- 

condition feminine . 

QuSbec. Ministere de 1 'Education. Bureau de la condition 

feminine. (1981, juin). Elan de travail avril. 1981- 

aarg. 19 82. 



134 



Quebec. Minist^re de I'education. DGEC. Bulletin Statistique> 
(1984). La Reussite SGol aire au noll^giiil^ fl (7), 

Quebec. Hinist%re de 1 'education. Service de la recherche. 

( 1 980 , novenbre ) . ReCUeil des iih& mes ri^ rftcherohe en 

educatinn 



Rinard, Philippe. (1987, novenbre). Pr^Ll^ieg Pidnan^iau^s et 

Sexisae au — CEGEP, DQc»ii#>n t de »i>«vfiii . Qu6bec . La 

Direction de 1 'enseignenent coll6gial. (College de 
Rosenont ) . 

Piverin-Siaard, Danielle (ist autres). (1978). Vira > Vie: 
evaluation du — craifit. Quebec. Hinistere de 1 'education. 
Service de la recherche et experimentation pedagogique. 

Riverin-Simard, Danielle et Francine Couture. (1979, juin). 

Eilaijs__a — long — terae du uraifit Vira - Vi#> Quebec. 

Direction gen^rale du developpeaent pedagogique. Service de 
la recherche et experimentation pedagogique. 

St-Arnaud, Hicheline. (1986). L Orientation des filles au cours 
CQil^gial.- Quebec. La Direction de 1 '^enseignenent 

coliegial . ( Saint- Jerome ) . 

Serbin, Lisa A. and O'Leary, K.D. (1975). How Nursery Schools 
Teach Girls to Shut Up. Psvchologv Tnrfiiv 1975, a, 57-102. 

Simeone, Angela. (1987). Academic lioien Granby, Maine: 

Bergin and Garvey. 

Vickers, Jill HcCall and Adam, June. (1977). Canadian 

Universities and the Status of W omen: But Can You Tvne? 

Toronto: Clarke, Irwin ft Co. in assoc. with the Canadian 
Association of University Teachers. 

Violette, Michele. (1982, juin). Plan d^eo tion du liniat^re de 
1 ^Education en aatiere de condition feaininc prov 1982-1983 . 
Qu6bec. Hinistere de 1 'education. 

Weatherby, Rita Preszlev. (1981). Ego Development. In A.M. 

Chickering (Ed.). The Modern Aaeri enn rol leg e - San 

Francisco: Jossey-Bass . 



SOHE WORKS ON FEMINIST PEPAGOGT AND RELATED TEACHING 
STRATEGIES: 



About Mriting- 
Nepgletter- 



(1981, 



Autumn) . 



SCDC Nfttic1n.1l Project 



ERIC 




135 

Abrani, Ehilip, et al. (1987). Usin^ Co-Qpcrat ive Lfegirning- 
Hontreal: Education Departnent, Concordia University. 

Allen, David. (1986). Nursing and Oppression: The Faaily in 
Nursing Texts. Feninist Teachar. 2(1) 14-20. 

A Propns d^feducation. (1988). Recherchi^g Faainistieg. 1 (1). 

Bailey, Gerald and Dod Snith, Nancy J. (1987). Integrating the 
Effective Teacher and Sex Equity Literature by Developing 

Teacher - Hade Process Materials. Faainigt Teacher. Z (2) 

28. 

Bean» John. (1967. Decenber). Creating Short Nrite-to-Learn 

Assignments in Content Courses. Liter»fty AcrcifiS the. 

Curriculup, 4 (2). 

Belenky , Hary Field et al . (Eds . ) . ( 1986) . MQaen^ii Mavs of 

Knowing: The DevelopMent of S<>1fp Vo ice and Hind- New 

York: Basic Books. 

Bleier, Ruth. (1986). Feninist ApDroapheg to Science. Oxford: 
Pergamon Press. 

Bock, Hary. (1987). Laps in Confidence: Enabling Peer Groups 
to Work. Feninist Teacher. 3 (1). 

Bowles, G. and Klein R.D. (Eds.). (1983). Theories of Wonen^s 
Studies - London, Routledge & Regan Paul. 

Bunch, Charlotte and Pollacli, Sandra. (1983). Learn intf Our Mav: 
Essays in Feninist Education . New York: The Crossing 
Press . 

Chapnan, Anne. (Ed.). (1986). Eeiuaijat Resources for Schools 

and Colleges - New York: The Feminist Press. 

Claxton, Charles S. and Murrell, Patricia H. (Eds.). (1987). 
Four Learning Styler , New York: Aste-Eric. 

Cross, Sheila. (1987). Teaching Strategies fn Nursing. In F. 
Davis et al (Eds.). Rngafintf fhe Lftarner . Montreal: 
Vanier College Press. 

Cuiley» Hargo and Portugese Catherine. (1985). gendered 
Sub-iectifg: Th ft nvnyiiAR nf Feainist Teaching . London : 
Routledge & Kegpii Paul. 

Davis, Angela (1982). MoMAn . Race mnd Class- New York: 

Random Hojse. 



136 



Dias, Patrick. (1985). Researching Response to Poetry - Part 1: 
A Case for Responding Aloud Protocols. English Quarterly. 
la (4). 

Eichler, Hargrit and Laporte, Jeanne. (1985). Qn the Treataent 
of the Sexgs in R<>fi#»»rGh- Ottawa: Social Sciences and 
Hunanities Research Councxi of Canada. 

Ellsworth, Elizabeth and Larsen, Hargot Kenniard. (1986). 
Clinical Hedia Analysis, Radical Pedagogy, and the HTV. 
Feninist T#^i>gher, 2 (1), 8. 

Feminist Perspectives on Reading and Writing (1988, November). 
Inkshed . (Special Issue). 

Freire, Paolo. (1973). Kducatio n for Critical Consciousness . 
Mew York: Seabury Press. 

Freire, Paolo. (1970). Pedagogy of the Oppressed , New York: 
Herder and Herder. 

Fulwiler, Toby. (1981, February). How well does Writing Across 
the Curriculum Work? College Engligh. 46 (8). 

Garet-Petts, N.F. (1988). Developing a CoBBunity of Readers: 
Computer Networking in the Freshnan Literature Classroom. 

Englis h Quarterly, 21 (1). 

Gabelnick, Faith and Pearson, Carol. (1985). Finding Their 
Voices. Feminist Tftacher, 1 (3), 11. 

Giele, Janet Bollanger. (1978). Women and the Future . New 
York: Free Press. 

Golden, Carle. (1985). The Radicalization of a Teacher. 
Feminist Teacher, 1 (3), 22. 

Graves, Donald. (1983). Writing: Teaohers and Chi ldren at 
Work . Portsmouth: Heinemann . 

Hoffnung, Hichele. (1988). Feminist transformation: Leveling 
Experimental Psychology. Feminis t Teacher, 2 (1), 31. 

Hums, Haggle. (1985). Gender in Higher Education. Feminist 
Teacher. 1 (2), 10. 

Johnson, David and Joh> 3on, Roger. (1975). Learning Together 

^nd Alone: Co- operation Competition and Individualization. 

New Jersey: Prentice-Hall . 



^ 1 

ERIC 1^^) 



137 

Langland, Elizabeth and Gove, Halter. (1981). A Feninist 

EeXSI>ftCJtiYfi in the Aoademv: The Diffftrenoe it Makes . 

Chicago: University of Chicago Press, Chicago. 

Martin, Mancy et al. (1976). Understanding Children Talking . 
London: Penguin. 

Millnan, Marcia and Kantar, Rosabeth Moss. (1975), Another 

)tnlQ£S Feninist PerRpect ives on Soniwl Life and Sooial 

SiLiemiF^. New York: Doubleday. 

Mizener, Heather. (1985, Sumner)- Microcomputers in the English 
Classroom. Kngligh Q uarterly. YVTTT (2). 

Hemiroff, Greta Hoffman (Ed.). (1987). Women and Men: 
I nterd i sciplinary Readings on Gender . Toronto: Fitzhenry 
and Whiteside. 

Newell, George. (1986, Winter). Learning From Writing: 

Examining our Assumptions. English Qnarterlvp 19 (4). 

ODonnel, Carol. (1984). Th e Basis of the Bargain Sydney, 
Boston: G. Allen. 

Pannill, Linda. (1985). Introduction to Women's Studies as a 
Skills and Methods Course. Feminist Teanher, 1 (2), 13. 

Pearsall, Marilyn. (Ed.). (1986). Women and Values: R eadingc, 
jjL^^c^nt Feminist Philosophy. California: Wadsworth. 

Perry, Constance M. (1987). Teaching a Controyersial Hoyel to a 
Conservatiye Classroom: The Color Purple . Feminist 
IejeL£Lhftr^_2 (3), 25. 

PedagQgie Collegiale. (1988, October). Z (1). 

Recent Research in Co-operatiye Learning. (1988, September). 
International Association for the Study of rn-operation in 
Education Mepsletter. (Special Issue). 

Rich, Adrienne. (1979). On Lies. Secret.«^ and Rilenoe . Rev 
York: W.W. Norton. 

Robinson, Joan and Sabetryon, Sharon and Griffin, Virginia. 
(Eds.). (1985). Learning Partner ghins; Tnterdeoendent 

Learning in Adult Education, Toronto: OISE. 

Shor, Ira. (Ed.). (1987). Freira for the Classroom! A 
Sourcehook for Liberatory Teanhing. Portsmouth: Heinemann. 

Spender, Dale. (1982). Inyisible lln»en London: Writers and 
Readers . 



I ..i 



138 



Spender, Dale. (1980). Man-Made LanguRge . Boston: Rout ledge 
and Regan Paul. 

Spender, Dale. (1981). Men^R Stud ies Modified: Thc iBPact Of 

Fe ninisa on the Acadenic Disciplines . Oxford: PergaAon 
Press . 

Stake, Jane and Rose, Suzanne. (1985). The Developaent of 
Career Confidence: Making the Difference for Col lege Vonen. 

Fe minist Teaoher. 1 (4), 10. 

Maiden, Phylis A. (1988). A Learning Journal as a Tool to 
ProBote Lifelong Learning Skills. Feninist Teacher, 3 (2). 

Weiler, Kathleen. (1988). Itfliifin Teaching for Chfloift; — Gender, 

Class and Power. Hass: Bergin and Garvey. 



C. NOMEH AMD SCIENCE: SELECTED BIBLI06RAPHT 

Arnstrong, J.M. and Price, R.A. (1982). Correlates and 
predictors of wonen's nathenatics participation. Journ al 

for Rp^f^Brnh in Hnt.h*^«»^^^s Education, 13 (2). 

Baruk, Stella. (1973). Kfihfin et Baths- Paris: Seuil. 

Baruk, Stella. (1985). L^^e du capitaine: dft I'erreur en 

aatheaatioues - Paris: Seuil . 

Bleier, Ruth. (1986). Feminist Approaches to — Science- Hew 

York: Perganon Press. 

Briggs, Hazel and Holding, Bri^. (198e>. Aspects of Secondary, 
Students' Understanding El enentarv Ideas in Chemistry : — Fu ll 
Rfij^cirt- University of Leeds: Centre for Studies in Science 
and Hathenatics Education. 

Brooke, Angela and Driver, Rosalind. (1986). The Cnnstruction 
of Meanintf and C nngentual Change in ClasgrooM Settings; 
Cftse Studies on Knerfgy . University of Leeds: Centre for 
Studies in Science and Hathenatiques Education. 

Buerk, D. (1985). The Voices of Vomen Making H^aning in 
Hathenatics. Jonrnal of Education. 167 (3). 

Burton, L. (1986). Cirlg in to Maths Cna_Ga. London: Holt, 

Rinehart and Winston. 

Davis, Fran and Steiger, Arlene and Tenn'^nhouse, Karen^ (1989). 
Strategies feninistes dans la classe de BatheBatiques. 



ERLC 



139 

Fenn^g et MatheMatiaufe : Quelle Differgnoe? Montreal: 
Editions du renue-nenage . 

Dumas, Marie-Claire. (1985). Woaen and CoBDuterg: Current 
Situation and Prngpents for Future Aotion^ Governnent of 
Canada: Canadian Norkplace Autoaation Research Centre. 

Fennena, B. (1979). Monen and Girls in Mathenatics: Equity in 
Mathematics Education. Rducatinnal Studiea in Mat henaliGs ^ 
ID (4). 

Ferguson, J. (Dir.). (1982). Wh^. Turns the Wheel? Ottawa: 
Science Council of Canada. 

Fox, Lynne and Brody, Linda and Tobin, Dianne. (1980). Kiuifili 
a nd the Mathematical Mystique . Baltimore: Johns Hopkins 
University Press. 

Gilbert, Catherine. (1988). T he Attitude of F emale Chemistry 
S^tudfiOlJEL- Quebec. La Direction de 1 'Enseignement 

Collegial. 

H&lpern, Carol and Samuelson, Marlene. (1985). Our Progress and 
Struggles 1.S Feminists Teaching Biology. Feminist Teac^her. 
1 (4), 10-14. 

Harding, S. andHintikka, M.B. (Eds.). (1983). Discovering 
finality. Netherlands: 0. Reidel Publishing Co. 

Harding, Sandra and O'Barr, Jean. (1987). Seic and Scientific 
Inquiry . Chicago: University of Chicago Press. 

Thfi )nv^«;ih le Filter Kit . (1984). Toronto Board of Education. 
Department of Mathematics. 

Kaseberg, A. and iix«;xnberg, N., and Doainie, D. (1980). ILsfi. 
E quals to Prnaote the Partigipation of Women in Mathematics. 
Berkeley: University of California* 

Keller, Evelyn Fox. (1985). Gender and S^ienge- Mew Haven: 
Yale University Press. 

King, Barbara. (1982, December). Using Writing in the 

Mathematics Class. Theory and Practice* Tn Meg Directiong 

for T^enh^ny and Learning- Teaching Mritintf in all 

DiRftiplines - Mo* 12. San Francisco: Josaey-Bass* 

Lafortune, Louise* (Ed.). (1986). Femmea et aathematiQue . 
Montreal: Editions du remue-menage . 

Lafortune, Louise. (1988)* ^^Enseitfnement dea mathematioue 
t^* appoint au3c adultes . Montreal: CEGEP Andr^ Laurendeau. 



1 %j ^ 



140 



Horazain, Jeanne. (19B5, Septenber-October ) . Pourqiioi les 
filles abandonnent l©s sciences. Ma Caigse . 

Hura, Roberta. (1987). Les attitudes face )i la nath chez des 
etudiants et Studiantes de niveau universitaire. 
Perspectives univerg^itaires. 3 (1 & 2). 

Mura, R., Cloutier, R., Kinball, M., Braconne, A., Caron, L., et 
Gagnon, F. (1986). Attitudes experiences et perforaances 
en nath^iiatique d'^tudiantes et d 'Etudiants de cinquidme 
secondaire selon leur choix scolaire. Cahiers dc r<>r>herche 

Hinier, Jacques. (1984). Mathmtiaues et affeotivitfe Paris: 
Stock. 

Petersen, P.L. and Fennena, E. (1985). Effective Teaching: 
Students' Engagenent in Clarsroon Activities and Sex Related 
Differences in Learning Hatiiematics . ^"^^rira n Kdur^ational 
Res earch Journal- 22 (3). 

Pump, Teresa L. (1985). Science and Math Careers for Honen. 

Feminist T eacher. 1 (3), 18-21. 

Rosser, Sue V. (1987). Science and Health-Related Nonen's 
Studies Courses: A Report After 10 Years in the Acadeny. 

Feminist Teacher. 2 (2), 30-34. 

Rosser, Sue V. (1986). Teaching Science mnd Health From a 
Feminist Perspective. Oxford: Pergamon Press. 

Science and Technology/Science ♦^t technologie. (1984). Cunadian 
Woman Studies/Les cahiers de l a femme. S (4). 

Tobias, S. (1978). Qvercoming Math Aniri^fy Hew York: W.N. 
Norton . 

White, Janet. (1988). The La nguage of Soience - London: 
Department of Education and Science. 



ERLC 



Appendix 1 



Lf 7 stpttsbre 19B8 



Ch^re coUegue, chtr coU^guei 

Respecti vtntnt proftsftturs d'angliiSi d'husinit^s tt dt phytiqut au c#gtp, 
nous travaiUonft toutts trois actutUtstnt, avtc I'aidt d'unt tubvtntion PAREA de 
la D6EC, I un projtt dt r^chtrcht tn ptdagogit aK*f tur I'ttudiant, dont 
I'objfctif tst 1 ' as#l iorati on tt I'tvaluation d'un tnttsblt d'approchts ft d« 
•^thodef didactiquts conntxtf qui| nous I'tiptrons, dtvitndront unt rtssource 
utilt pour nos ''olltgutft tnfttignanti. 

Nous d^sironft txaaintr dtt approchts p^dagogiques qui ptrsttttnt d'#tablir 
tn dassf un diiiat rtsptct et d'appui, qui favorittnt la participation activt 
dts ^tudiants au proctssut d 'apprtntiftsagt tt qui crttnt un tsprit dt groupt au 
stin dt la dasst. Lts n^thodts qut nous voulons txaaintr sont Its suivantts i 

1. Lts ft^thodts d 'autocoMBuMcation syst^aati qut. 

2. Lts ^quipts d'^tudiants pour I'^tudt, tant tn dasst qu a 1 txttritur. 

3. Lts projtts laoc^s par Its ^tudiants. 

4. Lts coAptts rtndus tt txtrcicts ptrmtttant d'int^grtr 1 '^criturt au 
procf-T^js d ' apprtnti ssagt. - 

5. Lts sujtts dt cours ttttant k contribution I'txp^ritnct dts ^tudiants. 

6. L'apptl 4 dts taltnts tt k dts stylts diff^rtnts. 

?• La preparation tt la prtstntation tn dasst tn pttits groupts. 

Aux proftssturs qui constntiront 4 collabortr k notrt rtchtrcht, nous 
dtmanderons d'utilistr I'unt dts a^thodts susditts dans I'unt dt leurs classts 
H-&9 tt, paralieitAtnt , dt nt pas I'utilistr dans unt autrt dasst (dasst 
ttaoin). Puis, nous ^valutrons la validitif dt notrt hypothtst g^niralt^ k savoir 
qut It fait d accrottrt I'tngagtatnt dt l>tudiant k l'#gard du conttnu du cours 
donnt litu k un apprtnt i ssagt plus assure, plus actif tt plus tfficact. 

Pour nous aidtr dans notrt tntrtprist, auritz*vous I'obligtanct dt rtAplir 
It qutstionnairt ci-joint tt dt It rtAtttrt, LE 30 SEPTEHBRE AU PLUS TARD, k 
I'unt dts ptrsonnts contacts suivantts i 6rtta Ntfiiroff (Dawson), Louist Vigtant 
(D^parttAtnt dt fran^ais, Edouard-Hontptt i t ) , Sasinaz CalasaNy (AnOr# 
Lt. rtndtau), Diant Bri^rt (Honttortncy ) , Fran Davis (Vanitr). 

II tst tnttndu qut Its rtponsts au qutstionnairt nt stront pas divulgu^ts 
sous It noA dt Itur auttur. 

Avtc nos rtAtrci tAtnts, nous vous prions d'agritr, ch^rt coll#gut, chtr 
coU^gut, nos cordialts salutations. 



Fran Davis (4B4-764&) 




Arltnt Sttigtr (272-9126) 



Kartn Ttnntnhoust (4B1-70B5) 



FD/AS/KT/cc 





P^DASOBIE AX^E SUR L'E'tUDIANT - QUESTIONNAIRE 

1. Quelles Aati^res tnfngnB2-vuu»? 

2. Mvez-vous J^jd personnel 1 taent utilist Tune des i^thodes suivantes? Cocher 
"our** ou 'non'' dans chaque cas. 



a. 


L ' autocoABuni cati on _ 


Oui 


Non 


b. 


Les *quipes d'^tudiints pour I'ttude _ 


Oui 


Non 


c. 


Les projets lances par les *tudiants 


Oui 


Non 


d. 


L'^criture coeee partie du processus d ' apprenti ssage _ 


Oui 


Non 


e. 


Les sujets de cours £x*s sur les #tudiants 


Oui 


Non 


f. 


L'appel A des talents et A des styles diff#rents _ 


Oui 


Non 


9- 


La p'^Aparation et la presentation en petits groupes _ 


Oui 


Non 



3. SI VOUS AVEZ DifjA UTILISE L'UNE DE CES KATHODES, consentiriez-vous 1 nous 

accorder un entretien personnel d'une heure au ftaxmuiif pour nous pemettre de 
recueiHir votre opinion quant A I'efficacit* de ces A^thodes dans 
1 enscfigneeent de votre ftati#re et d'enrichir notre repertoire d 'applications 
et de eat^riel p^dagogsque. Dans la plupart des cas, ces entretiens auront 
lieu au cours des six prochaines seaaines} aais ils pourraient ae d^rouler 
jusqu'au d^but de d^ceabre, 4 la date et au lieu de votre choix. 

a. Oui, je consens 4 i^tre interview*. 

b. Pas sur; j'aiaerais avoir plus de rensei gneaents. 

c. Non. 



4. QUE VOUS AYEZ OU NON D^JA UTILIS^ L UNE DE CES n^THODES CN CLASSE, 

consentiriez-vous a participer 4 notre #tude? Dans 1 ' af f i raati ve, un aeabre 
de notre equipe vous aidera 4 vous preparer au cours dun atelier, vous 
donnera des lignes directrices et du aat^riel type propre 4 votre aati^re et 
vous servira de personne ressource pendant le seaestre. De plus, nous 
tiendrons une reunion au d^but de noveabre pour diSwuter du projet avec les 
participants. NOUS SOUHAITONS QUE NOTRE ^CKANTILLON SE COHPOSE, POUR HOITl! 
hU HOINS, D'ENSEIGNANTS N'AYANT jamais UTILIS^ ces HflHODES. 

Voici ce qu'iaplique la participation 4 notre projet de recherche i 

a. Assister 4 un atelier, avec pauses, en janvier. 

b. Utiliser en classe au aoins 1 'une des a^thodes durant H-B9. 

c. Enseigner 4 une d asse-t^aoi n 4 I'aide de ces a^thodes. 

d. Faire reaplir par les ttudiants un bref questionnaire d'attitude au 6^bui 
et 4 la fin du seaestre. 

e. Nous coaauniquer vos opiniona durant et surtout 4 la fin du seaestre. 



I. Oui, je rjnsens 4 participer. 

II. Pas surj j'aiaerais avoir plus de renseigneaents. 

III. Non . 

5. Renseigr>eaents 4 nous donner pour nous peraettre de coaauniquer avec vous : 

Noa D^parteaent 

College N«* de tel. - Bur. i Doa. : 

VEUILLEZ REhETTRE CE QUESTIONNAIRE LE 30 SEPTEHBRE AU PLUS TARD ^ LUNE DES 



PERSONNES CONTACTS SUIVANTES i 

Greta Nemirolf (Dawson), Louise Vigeant (D^parteaent de fran^ais, Edouard*- 
Hontpctit), Sasinaz CalaaaNy (Andr# Laurendeau), Diane Bri4re (Hont aorency ) , 
Fran Davis <Vanier) . 



1 , 

o 
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2. The Objectives of the Project: 

To define and test, in a broad range of disciplines, a group 
of related teaching strategies, referred to as a feminist 
pedagogy, for improving ferale students' self esteem, interest in 
and liking for subject natter, performance, commitment to 
continue in subject/programme, and attitude and commitment to 
fMrther education in general • 

Hypothesis : 

The ov-r-all hypothesis of the research is that by 
incr'sasing student engagement with course content, feminist 
pedagogy can produce more confident, active, and effective 
learning. 

Specific hypotheses: 

a) That humanizing the classroom and establishing an attitude of 
'nutual respect, trust, and support will contribute to the above 
mentioned goals. 

Techniques to be tested: 

i) Self disclosure: Systematized methods for the exchange of 
appropriate personal information about self in relation to 
subject by the teacher and by the student, 

ii) Peer support: Small study groups or partners for mutual 
academic help and encouragement. 

b) That individual empowerment of students as active participants 
in the learning process will contribute to the above mentioned 
goals . 

Techniques to be tested: 

i) Self-initiated projectsrHaving students design lab 
experiments, choose topics for term papers, suggest parts 
of course content 

ii) Using writing in the learning process- Assigning weekly 
journals in which students comment and reflect upon 
course topics 

iii) Incorporation of materials systematically tapping 
students' experiences 

iv) Drawing upon a wide range of student skills (using 
writing in the sciences or using computers in language 
courses) 

c) That democratizing the classroom and building a sense of 
community contribute to the above mentioned goals. 

Techniques to be tested: ^ 

i)Co-operative work units in which students contribute to a 
common, project 

1 

^ 9j i) 
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INTERVIEW SCHEDULE (DRAFT) 



1. Identify method, discipline, course. 

2. Detailed description of the method: 

a) specific example: Describe a typical day using the method. 

b) printed materials if these are available 

c) How integrated was the method into the course as a whole? 

d) How was it graded? 

e) How much classroom time was given to the method? 

3. How would you evaluate this method? 

a) What are the most negative things about it? The most 
positive? Did you have any particular problems with the 
method? 

b) How did the students feel about it? 
Do all students feel the same way? 

Did you feel that there was a difference in the way that 

men and women react-i'S to the method? 
o) What characteristics or learning styles in students does 
this method draw out? 

d; Do you have any hard data on the success of the method? 



4. Why did you start using this method? What pedagogical goals 
were you trying to fulfill? 

5. How did the use of this method affect preparation and 
correcting time? 

6. Would you use this method again yourself? 

7. What advice would you give to others who might choose to use 
this method': 

8. Specific questions: 



SPECIFIC QUESTIONS 
Self^-Disclosure 
Is it accidental? 

Do you repeat your disclosures in all your classes? 

Do you feel absolute truthfulness is necessary? 

Have you elicited^therapeutic" relationships? How do you deal 
with them? 

Do you use self-disclosure in your marking? How? 

Do you require self-disclosure from your students? Does this 
create any problems? 

Do you have any systematic procedures to offer us? 

Kow important is it for you to link the self-disclosure to 
the content of the course? If soi how do you do it? 

Peer Support Groups 

What is the best size for a peer support unit? 

Do you form the partnerships/units or do the stuents choose whom 
to work with? 

Are they usually gender-mixed or gender- separate? Do you have any 
particular views on this matter? 

What kinds of direction do you provide for the "outside the class- 
room aspects of this relationship? 

Have you ever had peer support groups break down? If so, what did 
you do? If not, why not? 

Do supoort groups become hierarchical unit? Is this a problem?If 
so, how do you avoid it? 

To what extent do you encourage the groups to include concrete 
course content in their exchanges? 

Self-Initiated Projects 

How do you start this process - i.e. how men do yor set up 
in the way of structure and requirements? 

How do you ensure a project is viable? 

Do you ever use self-initiated projects for some students while 
others do assignments? If so, what are the problems/ad vantages? 

Do you have ways to get students to generate course content/material? 
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Writing in the Learning Process 

How do you deal with students' resistance ("This is not a writing 
classl")? 

How do you deal with the reading/marking load? Any good short- 
cuts? 

What do you do with real literacy problems, that make the writing 
incomprthensible? 

How important is it for you to have students link the personal 
with the course content? Can you suggest a process which helps 
to bring this about? 

How concerned are you about the student using her own language, 
not copying or plagiarizing? What do you do about it? 

Do women students respond differently to writing than men? 
Student-Centred ^taterials 

Would you be willing to provide us with specific examples or 
units for us to use in the project? 

Do you have ways of getting the students to generate course 
materials? 

Could you give me a student-centred example of ? 

How do you use student error pedagogically? 

How do you reach the informatioiVmisinforraatiorv/lack thereof 
inside students' heads to bring them forward to real under- 
standing? 

DO you have any course materials designed specifically for women? 
Appealing to Differing Skills and Styles 

What are the standard learning styles/ skills for your area? 

Have you had experience of helping students access some content 
using other learning styles? What are they, and how did you 
make use of them? 

Do you simply vary your methods/assignments throughout the 
course or do you offer specific alternatives for specific 
situations? 

How do you ensure real equi valance among alternatives? 

Do you have any observations about how different skills and 
styles affect student success in your area? 

Do you have any observations about gender-based learning styles 
or skills in your discipline? 

ERIC 
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Collaborative Work on a Collective Project As a Learning Tool 

What is the best size for a collaborative working group? 

Do you form the groups or do the students choose? 

Are they gender-mixed or gender-separate? Do you have any views 
on this matter? 

How do you ensure each member does equal work on the project? 

How do you deal with group problems (if any)? 

Kow do you ensure class attention to student presentations? 

Do the groups become hierarchical units? In what way (if so)? 
Is this a problem? If so* what do you do about it? 



A question worth asking on each strategy is whether the 
spin-9ff from the strategy is so valuable that even if it 
doesn t teach the subject that well, it is still worth doing. 
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le 15 novembre 1988. 



Cher-e collogue. 



Comme vous le save2» nous travaillons depuis plusieurs mois 
& la mise sur pied de notre projet de recherche en pedagogic . 
Pour faciliter votre participation & ce projet nous vous invitons 
k une courte presentation qui aursi lieu MERCREDI LE 30 NOVEMBRE 
1988 ^ 19:30 au 'Taculty Lounge** situ6 dans le corridor 7C, 7i6me 
6tage, College Dawson, 3040 rue Sherbrooke 0. 

Nous vous transmettons en annexe un extrait de notre demande 
de subvention qui explique bien la philosophie de notre 
recherche. Halheureusement nous n'avons pas eu le temps de 
traduire ce document qui a 6t4 confu en anglais. Nous vcus prions 
de nous excuser et nous nous vngageons de faire parvenir toute 
autre documentation en fran^ais. 

A la reunion de 30 novembre prochairj, nous avons choisi de 
r^unir tous les participant-e-s au projet, aussi la presentation 
se fera-t-elle en franjais et en anglais. Pour permettre a 
chacun-e de mieux faire connaissance , un vin-fromage sera servi. 

Cette rencontre nous permettra de vous presenter les 
strategies pedagogiques de notre recherche. Vos commentaires nous 
aideront par la suite mieux adapter ces strategies k vos 
besoins particuliers. 

II nous serait egalement tr&s utile de pouvoir consulter le 
plan d 'etude du cours que vous prevoyez donner dans le c£.dre de 
la recherche. Aussi, nous vous demandons d'apporter ce plan & la 
reunion avec une liste des textes proposes ainsi de toute autre 
information que vous jugerez pertinentes. 

En terminant, nous tenons li vous reoeroier encore une fois 
d 'avoir accepter de participer 2l cette recherche. 

Au plaisir de vous rencontrer le 30 novembre prochain. 



Fran Davis 
Arlene Steiger 
Karen Tennenhouse 



R.S.V.P. (avant le 28 novembre): Fran, 484-7848 

Arlene, 272--9126 
Karen, 481-7085 
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A PRACTICAL ASSESSMENT OF FEMINIST 
PEDAGOGY 

PRELIMINARY PACKAGES 
5- FOR USE IN 



«« 



ROUGH DRAFT** 



Please read these descriptions very carefully. 

By no later than December 16, please contact the 
g!ve°Se^\*^Sfrf%?L'5* T'J^^^ in ySS?'d"icipJine, 

f^7iS5Ljtf^sy^,rth^:. \rt\\ 

you would like to introduce iSlo^'it ror ?f ?S.re 
saSe tiSi^ • communicat. these to us at ^he 

sSeils"* JSf ifi^njJ^^ attendance record 

fv!ilfMrJn!^iv*'^5''' necessary information will be 
t:?'fSr'jJJ;irJ'l2^™*^ workshops, tentatively 

Research Responsablest 

Arlene Steigen Sociology Fran Davis i English 

Computer Science French 



Karen Tennenhousei Physics 



ICi 



Early Childhood Education 
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STRATEGY I Systematic self-disclosure in (a) classroom lecture- 
discussion and (b) responding to writing 

CBJiCTIVZS t To personalize and democratize the learning situation 
and to establish an atmosphere of mutual respect, trust 
and support 

>ETKODOLOGYi (a)Classroom Lecture-Discussioni 

Ideally once a week but at least once every two weeks, 
the teacher chooses a few moments of class time in which s/he 
can reveal her/himself engaged in a Isaming/working process 
rather than as an accomplished master of skills and content. 
In making this self-disclosure, the teacher crea"tes an atmos- 
phere in which students feel free to examine their own states 
of process, reveal their confusion, ask questions, and see the 
learning process as universal and desirable rather than either 
the temporary state of the young and powerless or the uncomfor- 
table state of the impossibly ignorant. We are not recommending 
an artificial egalitarianism between student and teacher. 
However, the point is to address the student, insofar as possible, 
as one would engage a colleague, albeit a junior one, in a 
ciscussior of her/his work. The goal is to enhance the student's 
capacity to see her/himself as a serious learner, one who is 
respcr.sicle for her/his own thought process. 

Ae suggest the following contexts: 

(i) A short disclosure of how difficult you might have found 

this particular problem/skill /task /concept when you were a student. 

(ii) A short disclosure of how exciting/enlightening/helpful you 
found this particular concept /connect ion/analogy /trick during 
ycur o'vc; learning process. 

(iii) A disclosure that you are presently involved in re-think- 
ing the idea/concept/material being discussed, with some ex- 
pression of uncertainty of the conclusion you might come to. 

(iv) A disclosure of yourself in the process of ddng a parallel 
task (taking a course, writing an article - actually showing the 
students your own rough work is very useful learning to 

do a specific thing or being in the middle of a familiar but 
many- facetted task). 

(v) A disclosure of some aspect of your life experience which 
illustrates something that is being covered in class or read in 
a text, and that helps students deal with their own parallel 
experiences. 

Self-disclosure is frequently confused with the dis- 
closures of the therapeutic relationship. We remind you that 
here the teacher is in control of the disclosures, and can 
ensure that they are appropriate and relevant. 

We consider that the greater the variety of contexts 
in which you use disclosure, the more likely it is to have a 
positive effect. We will supply you with a simple record sheet 
so that you may keep track of what you do and how you feel 
about each disclosure's effect. 
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STRATEGY: Self-disclosure (Continued) 

b) Responding to written work: ^ 

The teacher/reader cooaunicates her/his reading process of 
the student text and how this process leads to the final grade. 
Simple statenents are used throughout the responding process. 
The strategy is designed to emphasize reading process as learning 
process on the part of the teacher, rather than prior mastery of 
naterisl by the teacher against which the students* efforts are 
measured. For this reason the teacher's comments throughout the 
paper are more important than the final summary comment. 

Because this strategy is designed to emphasize the extent to 
which teachers, like students, are involved in a process of 
grappling with various issues, it is particularly well-adapted to 
the Social Sciences. Here, research is, indeed, recogniied as an 
on-gcing process of confrontation and resolution between the 
researcher and the object of her/his research. In self- 
consciously communicating this dynnmic to students, teachers, we 
believe, can meaningfully humanize the classroom by emphasizing 
the sr.ared academic endeavour. The student thus becomes, if not a 
partner, then at least an accomplice. 

Tne following "I" statements are presented as a new code 
wnicn teachers are asked to use instead of their usual marginalia 
ard summary comments. It is important to note that no absolute 
statecer.ts about text are made. The "I" statements are process 
reactions and not final judgments. We believe that this kind of 
ccmrunioation helps the student to see her/his writing as a 
process, open to improvement and change in specific and humanly 
manageable ways . 



NEGATIVE 



I see your topic clearly 

I understand this point 

I am convinced 

I follow this 

I like this evidence 

T find this lot:ical 



I can * t find your top ic 

I can't understand you here 

I need more convincing 

I am lost here 

I need more evidence 

I can't find the logic 



POSITIVE/NEGATIVE 



Although I cannot share your theoretical perspective, I can see 
you asembling potential evidence 

Although I find your references to the text confusing, I think 
that your ideas about the issue zre relevant 



SAMFIE SUMMARY STATEMENTS: 



As you can see, I went through as I was reading 

your paper. The paper itself seems to be worth about 

Please see my comments throughout your paper. 



1 wti 
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STSATrCY. Using Writing in^the Learning ProceBS 

CSJZCTIVISi l.To empower students as active participants in the 
learning process 

2. To encorporate a learning method which seems to 
De more comfortable for female students 

3. To help students to integrate learned material 
into their own thought processes 

S'r?^^'^^*' T^achffs assign short pieces of student writing in 
?n learners articulate what they already know about subjects 
to be covered in class, what they have not understood about 

hkvp ^nL^i«"v^ 5®®w f°r!"^ class, What conclusions they 
have come to about what they have read, what questions they 

?*=nt,^^o''l5 Ti^^ 2^!^ ^^'^f ''"'^» 0"' Articulation in 

language helps students integrate course content into their own 
thought processes, and short writing- to -learn assignment* 
encourage this integration in gradual non-threatening ways. 

In each of the four different variations of this 
s.ra.er.-ji Gescnbed below, we emphasize three important prin- 
ciples, rirst, the writing must be used for some purpose at 
sone pcir.. ty the teacher and/or students. Second, it should 
have a narx value in the overall evaluation scheme of the 
course. Third, and perhaps most important of all. it must not 

^cor-ected or cnticu ed by the teacher . If such c orrection 

taxes p.ace, the student is penalized for taking the very risks 
we are asking her/him to take. All of our suggestions set up 
ccrwexts for using the writing and suggest ways to "evaluate" 
while avoiding criticism that might redirect students' efforts 
into pleasing the teacher rather than finding out what s/he 
thinks or Knows. 

^ . . ^ variations of the strategy, each 

designed to be pursued for an entire semesteri 

1. Five-Minute Free-Write. Filed in a L earning Log . The teacher 
systenawically uses the first five minutes of £t least one class 
a week for freewnting in the learning log. the. writing task 
to be set by the teacher, usually in the form of a question. 
This writing is used immediately to spark discussion, create 
a bridge between one lecture and the next, find out the problem 
areas in reading, track down misconceptions, find out where and 
why a specific set of problems presented difficulty, etc. 
This strategy has the additional advantage of bringing students 
to class and getting them involved more promptly. Spe- ific 
students can be asked to read their worki students can quickly 
read each other'si groups of students can pursue the topic. 
Whatever use is made of the writing, responses should at some 
point ue collected and tallied, perhaps between classes, or 
with the submission of logs every so often. 

Other variations of the " first five-minute free-write are 
stopping in mid-lecture or at the end of a .lecture and having 
students write (a) summaries of what has been presented, or 
(b) connections between what has been presented and an earlier 



0 



153 

ex^Dler?f';>,!%i'^ specific student-generated application of 
SI^St!? the theory or idea presented. Again. thi« has to 
I^a I h ^! '^^^ *l^ays at leSst ft-aquentlv, 

V^L^ll acknowledged but not necessarily read Vy the 

teacher so that it is established as a v^ued process. 

Obviously if one has time and interest in doing so, one 
can make greater use of this Five-Minute Learning Log, for 
starting group discussions, working toward diad work, working 
toward more formal writing, and so on. One can also spend more 

answers, if one wishes, and take from them 
topics for lectures, future assignments, etc. But the sttategy 
can also occupy only 10-15 minutes of class time, perhaps once 
a weex, and still be useful to get students wide awake and 
interested immediately, encourage students to think through 
what they are learning, and dignify their learning process 
by showing an interest in it. 

0 

This strategy works best if the teacher writes too, and 
shares his/her writing about once every three or four times 
l^L^V^*^ IS shared. This teacher participation is particularly 
ntcacd at the beginning of the semester when the teacher's 
involvement valorizes the process. Certainly, the teacher 
r.ust we silent while students write is/he could mark, read, do 
something that suggests a parallel if not identical thinking/ 
integration exercise. 

In soae cases, a simple 5 mark unit for the writing log 
IS enough, and you can just give 5 full marks to everyone who 
a-.way5 tries and produces some writing. This use of the log 
throughout the semester would be sufficient use of this writing- 
tc-leam strategy for us to test is efficacy. A Tallv sheet 
will he provided to the teacher. 

2« Longer W riting Log (Journal) i Teachers assign various types 
of writing which allow students to reflect on what they ara 
learning. Students write reactions to what they are assigned 
to read, reactions to class lectures, reactions to media 
presentations. They can also be asked to deal with course 
content is purely cognitive ways, for example, by writing' 
paraphrases of sections of text (50-word paraphrases, 200- 
word paraphrases), precis of lectures, chapter outlines of 
a reading in the text, lecture outline of the teacher's lecture, 
and so on. We do not think that notebooks per se are adequate 
for this purpose, for, though taking notes does help students 
concentrate, it does not force them to think. 

This is E much heavier use of ths writing log than (1), 
and requires csjreful thought about the workload for student 
and teacher. It is immensely valuable for helping students 
to keep on top of their reading and to reflect about it, for 
helping them to pay attention in class, for actually bringing 
then to class in some cases, and for helping teachers find out 
what is working and what is not. 

These writing logs must be used in some wayi to begin 
discussions, to start the writing of papers, or simply to 
check that a reading has been done. 



yalu.^Jul%jn'frJ?tHr5J??ic?it%5»'?ri?f<iSJdf^J£?gfS2!ir'' 
is appropriate if the teacher has tine, but it should :,be of 
a generally encouraging nature. Real errors in reading or 
understanding should not be dealt with in directive conments 
in the journals themselves i the teacher might go over the 
oaterial again in class, or ask students to go back over their 
journal entry themselves, after the class discussion, and 
make "corrections" of their own misconceptions. 

3. Collectiv e Class Log, on File in the Library i This is a good 
way to use the writing for all the students, and at the same 
time to cut down your own marking/collecting load. All you 
need to do is to set up a file binder in the library reserve 
section, with a labelled space for each student. We suggest 
a mark value of about 5 for the contribution of the individual 
student. You should read the binder three or four times a 
teniK 

The assignment is that once a wc^k each student writes 
about 200 words related to the course and files it, along with 
anything else sA^ wishes to include, in the class binder. You 
could leave the assignment very open and just have them write 
reactions, or you could have them find newpaper articles on 
parallel subjects and write about them, find course-related 
cartoons and coanent on them, write up how they have debugged 
prograns or run into real problems with specific course materials, 
write about an everyday illustration of a theory or concept, 
etc. Students should be required to read the log and be respond- 
ing to each other, too, whether in the open style of just- 
about-anything- relevant-goes, or in a stricter usage where the 
collective log is really a record of a class* struggle with 
learning to use a computer, learning a set of theories, or 
working out physics problems. If they can respond to each 
other they will help each other as well as themselves. The ' sine 
Qua non must be that they write i even if they paste in a cartoon, 
they must still write about it. 

^. Question and Answer Box i In order to uee this strategy for 
our project, we would ask you to make it a requirement that 
students either pose a question once a week (or after each 
class), or, if they do not have a question, write out how they 
figured out an answer or suddenly understood something by 
working out a problem, by watching you work out a problem, by 
reading the text, or whatever. In other words, each student 
puts something in the Question and Answer Box once a week, 
with hisAer name on it, so that you know they are each writing 
out what they know or do not know. Make it clear that they must 
articulate the full question, not just ssy "I don't understand 
electric fields"! the "because" or the specific place in the 
explication that causes the problem must be dealt with in the 
writing. We suggest a 5 mark unit just for using the Box fully, 
remembering the goal is to get the students to face what they 
don't know and to reward them for their confrontation before 
it is too late. 

Using the Box is easy. You can take the first five or ten 
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minutes of a class onca a waak to put a studant question on 
an overhead projector and deal with it then and there. You 
could extract the student questions as an outline for a review 
class. You could set up student interviews to deal with the 
questions, and at least you and the student would know exactly 
where the problem was. You could set up a small group of students 
to either see you or each other for problem solving. You could 
team up the questioners and the answerers » if they coincided. 
It should be very clear to the students that you are vsing the 
Box systematically and that you value their questions. 
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«m!k *^ ^"»*"i2e the classroom by creating structures 

.^M^i f" ft"'^'"^* the opportunity to build relationships of 
BUwual respect, trust and support with other students. 

by placiI!^*S^?nI^* autono.y and self-sufficiency of each student 
oy placing value upon student centred learning. 

ofJS?^°^«nr*^* suggest on-going activities in which the teacher 
offers socetiBes core, sometimes less structure, but in which 

Jhe diid "ay for the teacher to verify Jhat 

tne diad is working properly. 

«L%*n""? f"««ts that FIXED diads of the students 'own choice 
dHd h^.^Sn'' drop-outs, illness, and somereat 

diad breakdowns will necessitate flexibility. 

* working model of how some of the activities might 

^..f: '^'^ ^^egir-.ning of the second class, have the students choose 

?^e rn''.^'-J!r'r "5^ '"'^ present each other to 

H ""ll^^: ''^^l^ suggest that 5 points be learned 

f'h^ J ^^•• ^■' • l ^^rr-^ . such as name, programme, something 

uJ-;T:r J'^r course, something the student 

iLo-;^-! ; concerning the course, some outside interest. We 
'!?!T:**t teachers may be reluctant to dedicate a 

P°'t"" °f a class period to this activity. He would 

d'-e-^!:^: ^n""l'' "P"* that the subsequent 

class atmosphere and level of student involvement 
more than compensates for the investment of time The 

^I^^iinoir" "'^^T to sensitize students to 

rnL.l^ I developing good listening skills in your 

course. Nonetheless. it may be possible to develop less time- 

brt«?H ^?^'^'2'''^*f,•/^ •"^^ °' ^i*"- student, sh"id 

time " * '^^^^^i''* » permanent partner the next 

LJlI-il'n/i'lH ''^"f' ^ "inutes for students to establish 

permanent diads and exchange time tables and home phone numbers 
You must make a record of the partnerships thus formed. I? there 
IS an extra person a triad can be formed. 

«^'.Mn'fK!"''"\"3 in-cla« use of these diads 

within the next two weeks. You can ask students to proof-read 
each other s work to be handed in; to check each other's note- 
taking. The point Which must be made at this stage is that they 
can be useful to each other. 

4. Specific diad tasks: 

a) When you assign a specific unit of reading, build in a task 
which requires that each student must note two difficult or 
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controversial areas in the reading; speak to the partner about at 
least one; and make notes on what the partner says. Each student 
then has two questions and at least one response on a piece of 
paper. You oust valorize this work but you can do so in a 
multitude of ways: build the naterial from the students into the 
discussion, collect the questions and see what you can use for 
explanations or quizzes and tests, etc. This is an outside-the 
class use of the diad that can be done by telephone if necessary. 

« 

b) When you require that students subsit a particular assignnent 
in writing, build in a step vhere the nesbers of the diad Bust 
read each other's drafts. You should offer guidelines to solicit 
commentary of a specific kind from students. For example, ask them 
to read each other's work to see if they are using examples well 
to illustrate their points; to check for the appropriateness of 
quotations; or to confirm that each student is in fact answering 
the question. When such guidelines are not give.., students tend 
to'limit themselves to correcting spelling and grammar. While 
diads may certainly be used for correcting spelling, it is also 
important to encourage students to see the diad as an arena for 
intellectual exchange. The draft, wit commentary is then 
subcitted you so that you can see that the process has been 
ccicpleted.lt is more important to confirm that the commentary has 
been done than to evaluate it. 

c) Here is an excellent diad task that integrates reading, 
talking, and writing while giving students some control over the 
content of the task.Iv is easy for you to check and is executed 
in less than a class period. This task is particularly useful as 
a preparatory step for an essay, or assignment. It could easily 
be ad&pted to a larger research project. 

i) Assign each student the task of cowing to a particular class 
with their own example(s) of particular items which you want them 
to analyse by applying theoretical material already covered in 
class. These items might be advertisements to analyse; poems to 
interpret; characters, images or themes from a piece of fiction; 
case studies; even interview data. You Bust be very specific 
about what you want in terms of materials. The idea is that YOU 
are directing the task; they are selectini: the aaterials and 
exercising some critical Judgement about what materials will be 
most appropriate in the process. j 

ii) The first diad task is to CHOOSE from both partners' 
material, the single item of material most likely to yield a 
fruitful analysis. This stage of the task forces students to 
begin discussing the content of the assignment immediately. 

iii) Then, the teacher prepares and distributes to each DIAD a 
worksheet. Students must collaborate to fill in this worksheet, 
BRIEFLY describing the specific aspects of the item which they 
are going to analyse; what these aspects mean; what course issues 
already studied these meanings raise; and, where appropriate, 
what course readings they will have to refer to in order to 
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explain the issues . Students are thus able to share and to support 
each other through the first essential step of analytical and 
integrative work. Note that as a teaai, they only have to identify 
a tentative approach to their material. The teacher can sensitize 
students to as aany issues and considerations as s/he wishes 
simply by creating another category on the workshee}. 

iv) The students then write their papers INDIVIDUALLY. However, 
each diad submits its individual papers bound in a single folder, 
along with a diad worksheet and sample item (where appropriate). 
Some credit must be given for the work of the diad (see below); 
but the papers are marked individually). 

v) ^you can also build in diad checking of this, or any other 
assignment. The check can be as simple or elaborate as you wish, 
ranging from verification of the authenticity and accuracy of a 
footnote to more detailed critiques. You must ALWAYS provide some 
fora or mechanism for ensuring that it has been done. 

d) It is also possible to allow students to teach each other 
parts cf a course. Split off one small part of a course unit 
wnich the students have read about but which you have not yet 
taught. Stop the class 15 minutes before the end of the period 
and give the d:ad partners time to explain it to each other. Te31 
thes tnat they must finish the explanations by the next class. Be 
careful to choose something manageable in this time frame. At the 
beginning of the next class, proceed to either test them on the 
itei or spot check for understanding by asking certain diads to 
present and otl.ers to critique orally. 



We suggest that you continually encourage the members of the 
diads to communicate with each other outside of class; and to 
help each other in ways which they can think of but which you may 
not. Use the diads frequently in different ways throughout the 
semester and stress the ' importance of co-operation (ifhich does 
not mean one doing the work for the other). You might require 
that the diads write a short evaluation of how things are going 
once or twice in the semester. We suggest very strongly -that the 
diad component of any assignment be rewarded with some markSi 
however few. (Two or three marks are frequently sufficient to 
sustain the motivation for working in a diad.) Alternatively, 
some teachers may choose to award a fixed number of marks for 
diad work over the semester. Again, 5-10 marks frequently provide 
adequate encouragement. 
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ST=ATZGY« Use of Peer Support Diads/Triads in Science 

C2J2:tI'/ZSi To valorize the fact that students have something to 
of.er one another and thereby to humanize the classroom 
and establish an atmosphere of mutual respect, trust 
and support 

NETHODOLOGY. we suggest ongoing activities in which the teacher 
orrers sometimes more, sometimes less structure, and always 
involves some simple way in which s/he can be sure th6 diad 
or traid is working appropriately. We suggest fixed diads or 
wraiQs of the students" own choice, but dropouts, illness end 
sone real diad/traid breakdowns will necessitate flexibility. 

The value of diads is fewer complications in terns 
of arranging meeting times, and possible use of the telephone. 
...e va^ue o. triads is greater richness of sharing and perhaps 
less chance of leader- follower relationships. Please decide on 
W..1C.. .orriat you want to use and insofar as possible get the 
whc.e class to use it. 

Diad /Triad work should be checked off as having 
ceer. -cr.e. it. sonie cases, it may be appropriate to evaluate it 

-^e ask you to build a fixed value into your evaluaiior. 



sys-er. for the use of this partnership system. Five marks'seeins 
arprcpriate . 

Zarly in the semester, in the second or third class, 
:ut Aitr. at .east one class of warning, students should be given 
ive -mutes of class time to confirm their diads/triads, ex- 
c.'.ar.ge telephone numbers and tine tacles,and so on. Pass around 
a^sr.eet so that you can have recorded on it who the partners a'-e. 
(.T. courses where verbal skills are emphasized, we recommend 
pairec or triangle interviews and peer introductions to the 
class as a whole, but we realize teachers may feel this inappro- 
priate ir. physics.) Explain to the class some of the ways in 
which you plan to use the partners, and how they can maximize 
this arrangement in informal ways. 

Here are some Diad/Triad tasks, done outside of classi 

1. Make up, together, a problem on such and such a topic which 
will then be used either by the teacher in class, as part of 

a set of homework exercises, for a class test, or for a review 
class. The problem should be checked off. 

2. Individuals in the partnership each make up a question for 
the other to solve. Both the problems and their solutions then 
need to be checked off. 

3. Individuals in the partnership must find an analogy or 
example from everyday life which will help explain the concept 
to a partner. Here the partner v»rites a very short thank you/ 
critique which identifies the analogy and says how and why it 
helped. These thanks will supply the checking mechanism. 

^. As in (3). individuals find a concrete way to illustrate 
a concept or problem, but this time using an actual physical 
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object or a construction made of simple materials. This 
assigrxjent is particularly appropriate for working with three 
di.-nensional concepts. Here the object/construction can be the 
cr.ecKing mechanism, and a short in-class display of all such 
constructs will valorize the sharing process. 

5. The diad/tn&d fonnulates a question, in writing, which 
articulates a particular difficulty in their comprehension of 
some part of the course. They must give full expression to the 
question, not just say "I don't understand electric fields" 1 

the -because, or the specific place in the explication- that causes 

the problem must be dealt with in the writing. The question 

can be checked off, and can also be used fcr class explanation. 

6. Now and then the teacher can indicate th the next section 
0. prociems contains certain pitfalls, and selected questions 
sr.oula be worked on by the partners, together, though each 
individual should write out his/her own solution after the 
conference. A checking mechanism does not have to be used each 
time, bat students should keep a record of these conferences 
whicn the teacher should check one time out of three. 

Diad/Tri3.d groupings can be used in conjunction with 
otr.er strategies. If you are using the Collective Class Log, 
ciac: units coulc sometimes write collaborative entries, at your 
cirecticr.. If you are using five-minute free-writes, diad/tr»a.d 
grcupings are excellent ways to make use of the writing, in- 
asmuch as they can quickly read each other's and offer encourage- 
ner.t, ir.fcmation, support. If you are using the Question and 
Answer 3ox, you could occasionally have the students in the 
partnership use their weekly questions or answers, before they 
hand the:: in, and write brief thank you/critiques for you to 
check off. 

We suggest that you continually encourage the members 
of the partnerships to communicate with one another outside 
the class and to help each other in ways which they can think 
of but which you do not assign. Stress "the importance of co-oper- 
ation which does not mean one doing it for the other. You 
might get them to write a little evaluation of how things are 
going, generally, once or twice in the semester. 
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STRATEGY: An integrated 'read ing. writing, student-initiated co- 
is presented course unit, in which there 
IS group reward and individual accountability. 

l!MrnIJI^^' "^"^ «Pover students as active participants in the 
learning process; to democratize the classroou; to build a sense 
01 coDBunity. 

workin^%oJf!K*"*J"^'"* «""P work (Bore than 3 students 

11 specific learning or project goals) b« very 

!Jf 5m1o^";^"'5*'*^ '° tasks are doSa. indi^dullj 

?I eroups really co-operate. Thus, this strategy 

IS carefully described and directive in its methodology. There 

loU lll w?tS yoS.''" ^° 

METHODOLOGY: 1. Choose a section of your course to which you are 
willing to devote about three weeks of class time plus prior 
reading time for students and a period of writing time after the 
group work IS completed for individual assignments. You could 
choose one thematic unit of the course, one section of the text, 
cne novel, one play, one author, several shortworks. etc. 

We suggest that this unit should not come too early in the 
ir^'ll\ li strategy you can do it more than once; 

fcu. yoj do not have to in order to accomplish its goals. 

^.^:^':J'"'^!"'i early in the semester that this is a unit in 
v...ch individual initiative and group co-operation will be 
lEpcr tan t . 

3. Get students reading far in advance of your starting date and 
require that they keep a reading journal (about 6 sensibly spaced 
entries on their reading process: reactions to the material, 
questions, interpretations, connections with the rest of the 
course and with their lives, etc). Try to make the keeping of 
*" easy and pleasant task for them. You will want to 
u!v. i!f ?J "ch of the six entries or check then cff in some 
?J?:..^J^n- entries should not be "corrected". ReSd them as 
' accounts of students trying to come to terms with 
material on their own. 

fnH^nJ^fr ^f* ""i^' t*""* Students bring their Journals to class 
and use them in order to produce a list of topics (6. 8, ot 10) 
which they think would be essential to cover in order to 
understand this particular unit/book/author, etc. 

5. Organize students into groups of 4. (If you are using diads. 
you can put 2 diads together.) Have each group review the 
individual lists, eliminate repetition, and organize the topics 
in order of importance and interest for the group. 

6. The next step is to use these group lists to produce a class 
list of topics which you feel covers the unit adequately. This 
task can be done by yourself as part of your preparation time or. 
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ever, better, it can become an interesting class activity, with 
eacn grrup watching its contribution go up on the board. You will 
want to ensure that each topic is broad enough so that it can be 
subdivided, (see 8) 

7. Each group chooses a topic area. The teacher acts as referee. 

8. Each group neets to subdivide the research for the topic. You 
should note that each individual student nust have a task that is 
ueanngful, requires a reasonable amount of work to research, can 
be written up, and will add something to the group. The teacher 
must therefore approve the division of labour which emerges from 
each group. 

9. Individuals should work outside of class; however, it helps to 
devote approximately two class periods to various preparations: 
one class to assemble individual information and one class to 
decice as a group on some interesting way to present it (NOT JUST 
E.a:h STJDZ.ST reading notes), where the research task is more 
expensive, ;r might make sense to expand the time devoted tc 
individual research and to dedicate less class time to group 
meeting, rcr example, students might meet for 10 minutes at the 
er.d several classes to consult with their groups. 

:C. As each group presents, the rest of the class evaluates the 
presentation on forms provided by you. It is important to make 
tte criteria for evaluation clear. Evaluations can also be done 
as a grcjp or diad project. (This produces fewer evaluations to 

check . ) 

OR 

Ycu could ask the rest of the class to make notes on the 
presentations. This is a particularly good option if you want 
them tc master what is presented. It might appear later on a 
test. You must, however, check to ensure that notes are being 
taken. 

OR 

If you have lots of class time, individuals or groups could make 
up questions designed to elaborate or clarify each presentation. 

The point is that students must DO something if they are to 
become engaged in listening to each other. 

11. After all the presentations, each individual must write up 
her/his part in some specific way. You could direct them with 
some instruction like: "The Importance of (this individual item) 
to the (group topic) in the study of (the class unit)". This step 
is important. It allows for individual accountability. 

12. For the pruposes of evaluation it is important to emphasize 
that each step must have some mark value attached to it. We 
suggest that low but specific values should be assigned to: 
journals, individual topic list, group topic list, group division 
of labour, and evaluation, notes, or questions. Higher values 
c^cula be placed upon: group presentation and individual writing. 
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Le 28 decembre 1988 

Cher(e) Collegue, 

Suite aux decisions prises lors de notre reunion de 
30 novembre, nous esperons vivement vous voir a I'atelien 



jeudi 12 Janvier, a 9h 30 1 salle D543i College 
Vanier, 821, Boulevar'' Ste-Croix. 



Pour se rendre au CEGEP, a partir de I'autoroute Decarie - 
angle Boulevard Metropolitain - suivre la rue Decarie vers le 
nord jusqu'a la rue de I'fglisei vir^r a droite et continuer 
jusqu'au Boulevard Ste-Croix. Virer a gauche^ et tout de suite 
a droit et stationner sur le terrain du college • On peut aussi 
s'y rendre en prennant le metro^ jusqu'a la st%tion "du College" 
et ensuite 1 'autobus 11? jusqu'a la rue de I'Eglise* (Voir 
plan ci- joint . ) 

Nous avons 1 'intention de mettre quelques-unes des strat- 
egies en pratique avec vous, afin d'en clarifier les enjeux ^ 
mais aussi pour vous permettre de prevoir certains des problemes 
qui pourraient survenir. Nous profiterons aussi de 1 'occasion 
pour vous distribuer les questionnaires destines aux etudiant(e)s, 
les grilles d 'utilisation des strategies choisies, et des 
fichiers d 'etudiant (e) s pour vous faciliter la t^che de controler 
leurs travaux. 

S'il vous plait, apportez vos documerits de I'atelier 
precedart, et votre plan d 'etude si vous ne nous 1 'avez pas 
deja soumist 

L' atelier officiel prendra fin a 13h 00, mais il nous fera 
plaisir de rester aussi longtemps que vous desirez, pour 
repondre aux questions, et discuter de la planification 
particuliere des cours. 

En attendant, nous vous souhaitons de joyeuses fetes. 

Avec nos amities ccrdiales. 




Fran Davis 
Arlene Steiger 
Karen Tennenhouse 



821 Sie-Croix Souievard St-Laurem (Quebec) Canada H4l 3x9 Telephone (514) 744-7500 
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A PRACTICAL ASSESSMENT OF FEMINIST PEDAGOGY i 
WORKSHOP OUTLINE 
January 12$ 16$ and 2O9 1989 I 
Coffee and Danish 

Informal discussion I 
Participants asked to place a question on the Project | 
in the "Questior/Answer Box** 

Introduction to workshops a participatory experience 

with the strategies 
Free-write on the concerns 9 interests 9 enthusiasms and/ 

or doubts participants have at this point I 
Brief overview of free-writing practice in the classroom I 

and the various ways to use it 
Individual introductions and sharing of free-writes 1 
Group discussion of major issues raised | 
Self-reflective summary of the process^ including some 
points to remember when using free-writing in 
the classroom 

Free-write on specific application to discipline of 

a different strategy (suggestions using dyads ) I 
Formation of dyads by particpants* discipline I 
Assignment of dyad tasks sharing the strategies 

critiquing the strategies i 
listing 2 problems^ 1 solution 
Group sharing of dyad reports 

Self-reflective summary of the process^ including some 

points to remember when using dyads in class I 

12il5 - 12t^5 Introduction of "Questiorv/Answer Box" and how it might 

be u^ed in various courses 1 
Addressing the questions of the groups | 
as a model for pedagogy 

as a final attempt to clarify points for participants. 
Brief commentary on how to use free-writes or longer 

journals for drawing together diverge activity ' 
classes 

12i45 - 1 p»m. Presentation of testing materials and record sheets I 

to participants 



XX 
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9«30 - IO1I5 



t0il5 - 11 



11 - 121I5 
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A St. Laurent, le 20 fevrier 1989 



Cher-e CollSgue, 

Nous vous Invitons 2 une rencontre de ml-sesslon qui regroupera 
les partlclpant*e-8 i notre projet de recherche "A Practical 
Assessment of Feminist Pedagogy". Cette rencontre aura lieu 
Mercredl, le 15 mars 1989, i 19:30» i la salle D-S43, College 
Vanier, 821 Boul. Ste. Croix. 

Plusieurs des professeurs participant*e-s ont suggSrS qu^il 
serait utile et intSressant de partager^ dans une telle rencontre, 
leurs premieres reactions au projet. Nous vous invitons tous, 
francophones et anglophones, 2 me meme rencontre afin de ^ous 
permettre d'Schanger vos idSes avec des collSgues, soit de la 
meme discipline soit d'une autre. Nous ne ferons pas d^exposS 
formel. 

Nous nous rgjouissons de partager avec vous vos experiences, et 
de rSpondre & vos questions s*il y a lieu. Du cafS et un 
dessert seront servis. 

Veuillez trouver ci-joint la liste des numSros de tSlSphcie, pour 
vous permettre de contacter les autres participant-e-s« 

Veuillez agreer, cher-e collggue» nos sentiments les meilleurs. 



Fran Davis 
Arlene Stjiger 
Karen Tennenhouse 



R.S.V.P 



Fran 

Arlene 

Karen 



484-7646 
272-9126 
481-7085 



FD/AS/KT/cc 
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VEUILLEZ REPONDRE PAR "OUI- OU PAR -NON" AUX QUESTIONS SUIVANTES. 

SI VOIRE REPONSE EST •'GUI", VOUS N0IRCIS3EZ LA CASE "1" 
SI VOIRE REPONSE ESI "NON", VOUS NOIRCISSEZ LA CASE "2" 

Ef f orcez-vous de repondre a toutes les phrases, meme si certains 
choix VOUS paraissent difficiles. 



59. Je crois que le CEGEP est une preparation a la vie 
impor tan te . 

60. Ordinairement , j 'airoe mes cours d ' inf orjnat ique . 

61. J'aimerais travailler en inf ormat ique , 

62. Je me sens pret-e a suivre d'autres cours d ' inf ormat ique . 

63. Hon programme me permet de suivre des cours qui 
m ' in teressent . 

64. J'avais hate de suivre ce cours. 

65. J'aimerais suivre un autre cours en inf ormat ique . 

66. Je vais probablement poursuivre mes etudes jusqu a 
I'obtention du bacca laureat . 

67. II serait bon que tous les etudiant-e-s de C^GEP suivent au 
moins un cours a ' inf ormat ique . 

68. Je crois que je suis fait-e pour travailler en inf ormat ique . 

69. J'aimerais bien poursuivre mes etudes jusqu'a la fin du 
CEIEP. 

70. D 'une maniere generale, je me plais au CEGEP. 

71. J'aime 1 ' inf ormat ique parce que j 'y apprends des choses 
auxquelles j ai deja reflechi. 

72. J'aime parler d^ choses qui se rapportent a 1 ' inf ormat ique . 

73. Je vais probablement poursuivre mes etudes jusqu'a 
1 obtention de la maitrise. 

74. Je trouve qu'en general les gens qui cnt un diplome 
universitaire sont plus in teressan ts . 

75. Je trouve que mes cours sont etroitement relies a ma vie. 

76. Je vais probablement poursuivre mes etudes jusqu'a la fin du 
CEGEP . 
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77. J'estime que le CEGEP est necessaire pour pouvoir faire le 
travail que je veux. 

78. J'aime regarder les emissions de television qui traitent de 
1 ' inf ormat ique . 

79. J'aimerais bien poursuivre aes etudes jusqu'a I'obtention du 
baccalaureat . 

SO. L'une des choses que j'aime bien au CEGEP, r'est que j 'arrive 
a connaitre beaucoup des etudiant-e--s qui ^aivent les memes cours 
que moi. 

81. Je trouve que 1 ' inf ormat ique est une mat?ere difficile a 
apprendre . 

62. L ' inf ormat ique est une matiere interessante . 

83. J'aimerais bien poursuivre mes etudes jusqu'a I'obtention de 
la maitrise. 

S4 . Selon mon experience. les cours au CEGEP touchent 
habituellement de pres mes interets personnels. 

85. II serait bien difficile pour une fsmme de faire carriere en 
inf ormat ique . 

6c- Je v.rouve que 1 * inf ormat ique touche de pres m^s interets dans 
la vie. 

f 
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FINAL TEACHER INTERVIEW SCHEDULE: 



1. Wha. methods did you use? How? 

a) Self -disclosure: 

What kind of disclosures? Course-related? Other? 

b) Peer-support groups: 

How were they chosen? Gender nixed or gender separate? 
Did the support group becone hierarchical? 

c) Writing: 

To what extent was it affective? To what extent was it 
focussed on course material? 

To what extent iid you use affective or cognitive questions? 
To what extent did the students respond affect-Wely or 
cognitive ly? 



2. How did the nethods go? 

What kind of direction did you provide? Did you meet 
resistance? 

What were the positive aspects? Negative aspects? 

3. How do you feel the students felt about it? 

Did all students feel the same way? 

Did some type(s) of students benefit more than others? 

What characteristics or learning styles in students did this 
method draw out? 

Did you feel that there was a difference in the way that men 
and women reacted to this method? 

4. Did the method have repercussions on other aspects of your 
teaching? 

Consider: Workload, class atmosphere, ability to cover the 
course content, increasing the personal connections made by 
students to the material, effect upon the student/teacher 
relationsiiip, the student/student relationship. 

5. Would you use the method again? Ho^t woulr* you change it? Do 
you have advice for others? 
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